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Introduction to the special issue
For the Cold War generation who grew up
after the Second World War, what happened
on 1 May 2004 was truly unprecedented.
Ten countries with histories so turbulent and
destructive that no author of political fiction
would ever have dared to predict such an
outcome 20 years earlier, tied their fate to
that of the European Union: 
❑ two Mediterranean island states, Malta
and Cyprus;
❑ one country - Slovenia - that used to be
part of the feuding communist federation of
Yugoslavia;
❑ four former ‘satellite’ states of the Sovi-
et Union that had been firmly locked into
Comecon and the Warsaw Pact - Poland,
Hungary, Slovakia and the Czech Republic
- the last two of which had earlier agreed
on the peaceful dissolution of a union that
had lasted 75 years as Czechoslovakia;
❑ three Baltic States whose fate had come
to be thought of as permanently tied to that
of the Soviet Union and Russia: Estonia, Latvia
and Lithuania.
These 10 states, each very different from the
others, joined a European Union that is al-
ready so diverse and has so many econom-
ic, political, social, linguistic and cultural dif-
ferences that it seems a miracle that it has
not already collapsed. 
Nevertheless, what the Cold War generation,
especially in the countries of ‘Old Europe’,
thought miraculous and unlikely, is seen as
so natural and logical in the new Member
States, particularly by young people born af-
ter 1980, that they do not seem surprised by
it. They take it for granted. It is part of the
natural order of things. They have always
seen themselves as Europeans. Without them,
Europe was ‘hemiplegic’, as Milan Kundera
has put it. And even though they sought the
shelter of NATO before joining the European
Union, this was done in order to affirm their
unstoppable European destiny. And yet,
no sooner had they seen this dream achieved,
they elected their representatives to the Euro-
pean Parliament with a degree of indiffer-
ence greater even than that shown in the
countries of Old Europe.
All of this gives pause for thought. Did we
move too fast? Is this new state of affairs tru-
ly viable? Are there not too many differences
between the ‘Old’ and the ‘New’? In the ‘Old’
EU15 the newcomers are treated with an el-
ement of suspicion, born of the fear that the
mass expansion of the European family will
destabilise institutions that may not yet be
sufficiently firmly established and robust to
withstand the arrival of newcomers from
such different economic systems, which have
only very recently adopted the market econ-
omy. And there are also worries that this in-
flux will place a strain on the benefits of So-
cial Europe. In the 10 new accession coun-
tries there are great expectations of a rise in
the standard of living, but there are also clear
concerns about the social consequences of
joining a European Union that had become
a major economic power but that was still
so underdeveloped and unsteady in the
sphere of international policy.
Thus there is a huge question mark over the
capacity of the European Union to absorb 10
new members that are widely different both
from each other and from the old EU15, which
was itself characterised by its diversity.
Vocational education 
and training in 
the new Member States
of the European Union 
Jean-Raymond
Masson
European Training
Foundation - ETF
(Turin)
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The European Union has, it is true, always
been proud of its differences. It is often said
that we are richer because of them. And at
a stroke we have become a lot richer.
What remedies, tools and practices atre
capable of allowing us both to consolidate
the economic and social benefits of the Old
Europe and meet the challenge of integrat-
ing the newcomers? Through the Lisbon and
Barcelona summits, the Bruges summit and
the Copenhagen Declaration, the European
Union has made a clear choice as to how it
intends to proceed. It has realised that its
economic and social development depends
among other things on education and train-
ing. Education and culture, vocational train-
ing and lifelong learning are henceforth part
of the foundation on which the European
Union has decided to build its future and to
consolidate the Union among its members,
alongside employment policy, research and
good economic governance.
To return to the differences that enrich us,
it should not be forgotten that it is not pos-
sible to live together without some minimal
common basis. We need at the very least to
be facing in the same direction. Furthermore,
no union can last if some of its members are
condescending and others are mistrustful.
In this special issue of the European Jour-
nal Vocational Training, we have brought
together a number of articles which all demon-
strate a degree of convergence not only of
our points of view, but also of the questions
we ask about the future of vocational edu-
cation and training in both the new and old
Member States. Throughout the Union it is
evident that there is a shared view on the
prime importance of developing human re-
sources and skills. The European Union has
clearly opted for a high degree of harmon-
isation and convergence in vocational ed-
ucation and training.
However, as Jean-Raymond Masson shows
in his introductory article, on Implementa-
tion of the Lisbon objectives by the acceding
and candidate countries, the new Member
States generally lag well behind the EU15 in
vocational education and training. The gap
would appear to be even wider than is ev-
ident from raw analysis of European Union
indicators. He shows in particular how the
gaps and the difficulties encountered are
rooted in the problems of economic tran-
sition and of shifting social and cultural par-
adigms, and how the differences will make
it difficult to achieve the goal of making
Europe the most competitive knowledge-
based economy in the world by 2010. 
Ve ˇra Czesaná and Olga Kofron ˇová, for their
part, show in their paper entitled Attitudes
to education and educational pathway pre-
ferences in the Czech Republic how the
importance and prestige of education have
increased in the Czech Republic following
the changes of 1989, and how young peo-
ple are struggling to reach as high a level of
education and training as possible, one of
the main features of the Czech population
being its very small proportion of people
with low skill levels. Young people are
nonetheless aiming at higher education that
is more general, and are being pushed in
that direction by their families. But they then
come up against selective university entry,
which makes access to higher education dif-
ficult for those young people with a tech-
nical ‘maturita’ qualification, and access to
university well-nigh impossible after the ad-
ditional year of education required of yo-
ung people who have followed a vocatio-
nal stream. This further reduces the presti-
ge of technical education, and especially of
vocational training. 
A similar trend can be seen in Slovenia. In
Adjusting to falling VET interest in Slovenia,
Ivan Svetlik gives an overview of the de-
velopment of vocational education and train-
ing in that country and shows how, in a
country where VET used to be delivered
through apprenticeship (dual system), this
is gradually being replaced by training in
educational establishments, and the author
stresses the difficulties faced in relaunching
block release training. Furthermore, despite
the modernisation of VET brought about by
the process of joining the European Union,
in Slovenia just like in the Czech Republic,
Poland and the Baltic States, young peo-
ple tend to prefer general higher education
courses to traditional vocational training,
even though this means making a major con-
tribution out of their own pockets to the
costs of their education.
In Poland more specifically, faced with
this widespread tendency among young peo-
ple to want to pursue more generalist cours-
es of higher education, reform of VET has
aimed at increasing the number and variety
of post-compulsory courses in order to re-
spond to young people’s different skills and
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abilities. In Reform in Polish vocational 
education, Maria Wójcicka emphasises the
benefits for Poland of this diversification,
which opens up the prospect of young peo-
ple gaining qualifications through higher ed-
ucation courses that will be more vocation-
al for some, and more traditional and gen-
eral for others. At the same time, in order to
make school-leaving qualifications more
meaningful, the levels of the relevant ex-
aminations have been standardised. In con-
sequence, the new upper secondary leav-
ing certificate is based on transparent stan-
dards developed jointly by schools and in-
stitutions of higher education. Here too, how-
ever, although reform in Poland has aimed
explicitly at two objectives, namely the elim-
ination of the ‘dead ends’ to which initial
basic vocational education previously led -
a path followed by a considerable propor-
tion of young people (20 %) - and the pro-
motion of general courses in post-second-
ary education, greater progress would ap-
pear to have been made towards achieving
this second objective, while there is still a
long way to go to achieve the first, as is the
case in the Czech Republic.
However, refocusing the education system
on the motivation, needs and skills of stu-
dents is one of the hardest tasks facing VET
in Europe. The challenges posed to VET by
globalisation, the technological revolution
and the shift to a knowledge-based econo-
my mean that vocational education and train-
ing systems need to be rethought, as desired
in Poland, and more importantly the teach-
ing profession needs to be prepared for its
new role and for this new way of working
with students. Hence, the training of fu-
ture teachers, particularly of those prepar-
ing for careers in VET, needs to be recon-
sidered, and teachers already with a num-
ber of years of service urgently need to be
retrained through continuing training. How-
ever, ‘teachers have generally lost out as a
result of the changes that have taken place
since 1990, as have the resources devoted
to their training,’ as Jean-Raymond Masson
suggests in his article published below. ‘The
profession is currently largely dominated by
women, to a degree that is generally greater
than the European average’, and it is age-
ing. Above all, ‘training does pose a prob-
lem ... particularly in technical and voca-
tional education, where a large proportion
of “technical” teachers is regarded as non-
qualified’. It is therefore not surprising that
two of the articles presented here, both of
them from the Baltic States, focus on pre-
cisely this issue.
The Lithuanian article by Kestutis Pukelis,
Reshaping vocational teacher education and
training strategy in Lithuania, stresses specif-
ically the new role of the teacher in initial
and continuing vocational education and
training (ICVET) and ICVET schools. The ar-
ticle begins by reviewing the teaching skills
of teachers in present-day Lithuanian VET.
It then looks at the way in which training
will be organised for these teachers in fu-
ture, so that there is a genuine change in the
practices of the VET teaching body in that
country. The author ends on a fairly pes-
simistic note, however. He complains of the
lack of resources available to implement
these principles in everyday practice, and
expresses the hope that structural funds can
be used for this purpose.
The question of VET in Latvia is also ad-
dressed by Andris Kango from the stand-
point of training for VET teachers in his study
entitled The Bologna Declaration and pro-
fessional teacher training in Latvia. The au-
thor discusses VET practices in Latvia from
the standpoint of professional training for
VET teachers, as if through a set of mirrors.
He stresses that it is no longer possible nowa-
days to be content with training experts in
one or more specialisms. What matters is
learning to learn, both at school and in life,
and VET teachers have the difficult task of
teaching young people, and the not-so-young,
to learn. Hence the importance of their own
training. The author goes on to argue for in-
tegrated, modular training, combining train-
ing in the subject with parallel training in
teaching methodology in one and the same
course, in place of consecutive training, in
which training in teaching methodology on-
ly comes after the acquisition of a basic
knowledge of the subject that the teacher is
expected to pass on to students. Latvia, where
both types of training exist side by side, thus
offers an excellent opportunity for compar-
ative study and evaluation.
From all of these papers, it is evident that
two areas of ICVET stand out as underval-
ued and underdeveloped in the new Mem-
ber States, namely recognition of informal
learning, and continuing training in the work-
place, two key fields of lifelong learning. In-
sufficient attention is given by employers to
the need to retrain the workforce to cope
with the continual structural reorganisation
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having to face up to the problems of the
change of economic system and the move
to the market economy. Nonetheless, as Gerd
Schienstock shows in his article entitled
Learning competition and business restruc-
turing in the enlarging EU, based on sur-
veys carried out in both the new Member
States and in the countries of EU15, this short-
coming is not unique to enterprises in the
new Member States. 
All things considered, it is evident from these
reports that while the new Member States
undeniably lag behind the old Member States
in a number of ways in terms of initial and
continuing vocational education and train-
ing, their interest in education and training
is growing rapidly. In some respects they
are far from being left behind and have things
to teach and experience to share with the
countries of EU15. The vast majority of the
new Member States display a clear capaci-
ty to retain pupils in initial training and to
prevent drop-out. Most also have a high pro-
portion of the population with a level of ed-
ucational qualifications corresponding at
least to completion of post-compulsory sec-
ondary education (cf. the typology of can-
didate countries according to education and
training issues provided by Jean-Raymond
Masson). In the PISA study, the results of
the Czech Republic are better than those of
many countries in the Old Europe. Some
countries demonstrate a good capacity to
adapt to the new technologies (Estonia). As
a whole, however, it is nonetheless the case
that they are still lagging some way be-
hind in terms of the funding allocated to ini-
tial VET, teacher training and continuing VET,
particularly because of the very low level of
involvement of the social partners in this
process. Lastly, they have very poorly de-
veloped active labour market policies.
That is not to say that the EU15 countries
can teach others lessons, or that the VET sit-
uation is marvellous in the old Member States,
even though there is clearly still a wide gap
between them and the new Member States.
This gap is in fact smaller if the field of
education is taken as a whole, and it may
be, as Jean-Raymond Masson suggests, that
some of the new Member States will make
faster progress than others, including some
of the countries of EU15, towards the knowl-
edge-based society, the goal set by the Union
following the Lisbon summit, because they
will find it easier to relaunch their train-
ing/qualification systems of education as
they are not burdened by the historical and
social legacy of VET systems that can of-
ten be difficult to modernise. 
However, this special issue of the European
Journal does not claim to be exhaustive,
or to provide a complete review of initial
and continuing vocational education and
training in the new Member States and in
the counties that are still candidates for mem-
bership of the European Union. It pro-
vides some insights, which deserve to be,
and will be, added to in future issues of the
European Journal, particularly through a
whole series of articles that are still being
assessed. It also raises a number of ques-
tions about ICVET in the countries of the
old EU15 themselves. Papers providing a
comparative analysis of VET policy in the
candidate countries, the new Member States
and the countries of the old EU15 are there-
fore still welcome, with this special issue be-
ing regarded as a starting point for discus-
sion of this theme.
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The article provides an
overview of reforms carried
out and of the state of the ed-
ucation and training system
in the former acceding coun-
tries and the candidate coun-
tries. First, it reveals the con-
siderable mismatch between
the quantitative efficiency of
the education systems and the
lack of education and train-
ing provision for adults. It
then considers the econom-
ic context and the unem-
ployment situation, showing
the extent to which matters
associated with transforming
the ‘socialist’ model of eco-
nomic structures still adverse-
ly affect the updating of train-
ing systems. The third and
fourth sections examine the
stages by which education
and training policies have
been introduced since 1990,
and the challenges that they
face today, especially in the
design of lifelong learning
strategies. 
(
1) Paragraph 3 of the joint interim
draft report of 12/02/2004.
(
2) Section 1 of the joint interim draft
report of 12/02/2004.
Introduction
The draft joint interim report by the Council
and the Commission on the implementation
of the ‘Education and Training 2010’ pro-
gramme covers the 25 countries of Europe
following enlargement on 1 May 2004 (‘Ed-
ucation and Training 2010’, 2004). In the pre-
amble, this states that the involvement of the
new countries and their experience of re-
forms is already contributing to the overall
progress made by the European Union (
1).
Furthermore, in evaluating the reforms un-
dertaken and how far the results achieved
meet the objectives of the programme, the
report takes the view that there is a need
to speed up the pace of reform. The docu-
ment also points to differences between the
initial situations of the various countries and
the need for reforms to reflect the different
situations and national priorities. It then re-
iterates the scale of the progress that the new
countries must make towards developing a
knowledge-based economy and society, and
it stresses the need for them to play a full
part in the work programme and to receive
appropriate support in doing so (
2). 
However, it should be remembered where
these countries are coming from, the extent
to which, less then fifteen years ago, their
economies and societies were confined by
the straitjacket of the centrally-planned econ-
omy still imposed, and the limited range
of courses and qualifications offered by their
different education and training paths. It is
also important to remember the scale of the
demands made on their initial and continu-
ing education and training systems from the
very beginnings of transition by individuals
and employers, rapidly expanding small and
medium-sized enterprises and foreign in-
vestors, although loan agencies and above
all the European Commission gave them un-
stinting advice and funding, and launched
a huge number of initiatives. At the same
time, the rapid growth in unemployment
and in inequality helped to create new needs
against a background of more severe financial
constraints.
The acceding and candidate countries have
changed considerably since the fall of the
Iron Curtain, and they are now fully involved
in the European cooperation processes in
the field of education and training which are
working towards the Lisbon objectives that
aim to make Europe the most competitive
and dynamic knowledge-based economy in
the world by 2010 (Presidency Conclusions
of the Lisbon European Council, 2000; Con-
clusions of the Barcelona Council, 2002;
Communication from the Commission - ‘Ed-
ucation and Training 2010’, 2003). There are
therefore two driving forces behind the
changes taking place in these countries: the
first, which emerged in the early 1990s, was
the need to adopt the standards of the mar-
ket economy and the rule of law, reinforced
by the enlargement strategy, and the second
was launched by the Lisbon Council in 2000.
It is apparent that the first has not yet pro-
duced all the intended effects, which ex-
plains the concern expressed in the draft in-
terim report that future reforms should take
account of the different situations in the 
various countries. 
Implementation of 
the Lisbon Objectives 
by the acceding and 
candidate countries
An evaluation of the state of lifelong
education and training and lifelong 
learning strategies 
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these countries have got in achieving the
European objectives for 2010, with partic-
ular reference to the objectives of expand-
ing lifelong learning. But we should also ask
whether the monitoring and evaluation tools
introduced at the European level will pro-
duce a sufficiently sound analysis of the
progress made and the difficulties encoun-
tered. An assessment should also be made
of how these difficulties may hinder achieve-
ment of the objectives. Given that analysis
of the strengths and weaknesses of educa-
tion and training systems, and of the results
already achieved, reveals a number of spe-
cific shortcomings and individual bottlenecks
due to structural phenomena, questions al-
so need to be asked about the corrective
steps to be taken and the specific priori-
ties to be observed in the European strate-
gy for lifelong learning.
These are the questions to which this article
seeks to find answers. First, the education
and training systems of the acceding and can-
didate countries need to be assessed using
the indicators and European benchmarks that
have now been developed as part of the ob-
jectives process. Next, an attempt will be
made to analyse the issues in greater depth,
taking into account the situation and the main
changes occurring in the economy, em-
ployment and the labour market, and then
to review the principal education and train-
ing process reforms undertaken since the be-
ginning of the transition. It will then be pos-
sible to express an opinion on the strategies
being implemented, and the ways in which
they need to be modified. 
Assessment of the acceding and
candidate countries against the five
European benchmarks for
education and training systems,
the 29 indicators and some others
To complement the joint interim report, the
European Commission published a working
document based on a detailed analysis of
the performance of European countries
according to five European benchmarks and
a set of 29 indicators for education and train-
ing worked out for a total of 30 countries:
the countries of EU15, plus the acceding and
candidate countries except Turkey, togeth-
er with Iceland, Norway and Liechtenstein
(Commission Working Document: Progress
towards the common objectives in educa-
tion and training, 2004). 
The table below shows some of the most
significant indicators drawn from these doc-
uments and from the reports produced by
the European Training Foundation (Jean Ray-
mond Masson, 2003; Jean-Raymond Masson,
May 2004). The analyses which follow are
based on all of these documents and a num-
ber of Eurostat publications, particularly on
structural indicators. The results are given
by reference to the 15 countries in the Euro-
pean Union before 1 May (EU15), and to the
EU benchmarks. They also include, where
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Upper Drop-out  Science Readg  Lifelong  Public  Expend.  Training  Higher 
sec. (
3) from educ. (
4) students (
5) level (
6) education (
7) expend. educ. (
8) higher/ secondy(
9) enterpr. (
10) ed. (
11)
EU15  75.4 18.8 11.8 17.2 9.7 4.9 1.4 - 21.6
EU benchmark  85 10 -- 12.5 ---
Cyprus 86.9 14 13.1 - 7.9 5.6 1.4 - 26.8
Estonia 89.2 12.8 8.7 - 6.2 6.7 - 47 29.4
Hungary 87.2 12.3 4.6 22.7 6 4.5 2.4 24 14
Latvia 71.2 19.5 6.4 30.1 8.1 5.9 1.7 26 18.1
Lithuania 83.5 14.3 4.9 - 4.5 5.8 1.5 21
Malta 43 - 4.8 - 4.2 4.9 1.7 - 7
Poland 91 7.6 5.5 23.2 5 5.1 1.7 26 11.7
Czech Rep 93.4 5.4 14.6 17.5 5.4 4.4 1.7 61 11.6
Slovakia 94.6 5.6 7.7 - 4.8 4.2 2.6 - 10.7
Slovenia 88.1 4.8 5 - 15.1 5.6 - 33 14.1
AC10  90.1 8.4 -- - - - - -
Bulgaria 75.6 21 4.8 40.3 1.4 4.4 - 17 21.3
Romania 73.8 23.2 5.3 41.3 1.3 2.9 1.8 7 10
Turkey -- 10.4 - 1.1 3.5 -- -
ACC13  -- 6.1 -- 4.9 -- 13.9
(
3) The indicator shown gives the
percentage of young people aged
22 years who had completed upper
secondary education (the baccalau-
réat level in France) in 2002 (Com-
mission Working Document and
Eurostat Structural Indicators, May
2004).
(
4) The rate of drop-out from edu-
cation is measured by the percent-
age of young people aged 18 to
24 years who had only reached the
level of lower secondary education
and had not taken any education or
training in the four weeks immedi-
ately preceding the date of the sur-
vey in 2003 (Eurostat Structural Indi-
cators, May 2004).
(
5) The figure for science is given
here by the percentage of those aged
20-29 years studying science in high-
er education in 2001 (Eurostat, Statis-
tics on Science and Technology,
2003).
(
6) The reading level is given as the
percentage of young people of 15
years of age reaching level 1 in read-
ing performance on a five-level scale.
These measures are taken from the
PISA survey (Programme for Inter-
national Student Assessment) con-
ducted in 2000 by the OECD. To
date, only the Czech Republic, Hun-
gary, Poland and Latvia have tak-
en part in the survey, in 2000, and
more recently Romania and Bulgaria.
(
7) The indicator for participation in
lifelong education is given by the
rate of participation in educational
activities during the four weeks pre-
ceding the survey (Eurostat Labour
Force Survey 2003 data, Eurostat
Structural Indicators, May 2004).
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tries (AC10) and the 13 acceding and can-
didate countries (ACC13), which include Ro-
mania, Bulgaria and Turkey.
A number of encouraging
performances in the field of education
Some of the most discriminating indicators
reveal superior performance in the acced-
ing and candidate countries. For example,
the rate of completion of secondary edu-
cation at 22 years of age is over 90 % in the
acceding countries but only 75.4 % in the
EU15, while the benchmark for 2010 has
been set at 85 %; similarly, the rate of drop-
out from education (
12) stands at 8.4 % among
the acceding countries, well below the EU15
level of 18.8 % and even below the Euro-
pean benchmark of 12.5 %; or again foreign
language learning in upper secondary edu-
cation, where pupils in most of the acced-
ing and candidate countries learn two lan-
guages as against an average of one and a
half in the EU15.
Furthermore, some indicators show a great
diversity within the acceding and candidate
countries, while their average is close that
of the EU15: this applies particularly to pub-
lic expenditure on education measured as a
percentage of GDP, which is markedly high-
er than the EU15 average in Cyprus and the
Baltic States, and appreciably lower in Ro-
mania, Bulgaria, the Czech Republic and Slo-
vakia; the same applies to private expen-
diture on education, which of all the Euro-
pean countries is highest in Cyprus at 1.2 %
of GDP, and is also high in Latvia, at 0.8
%, while it is below the EU15 average of 0.6
% in the other countries, and especially low
in Romania and Slovakia. It is also true for
the rate of enrolment of 15-24 year-olds,
which shows Poland, the Baltic States and
Slovenia above the EU15 average and the
other acceding and candidate countries con-
siderably below.
Major shortcomings according to
some of the 29 indicators, particularly
in the fields of key skills and adult
education
On the other hand, there is a long list of in-
dicators showing an appreciably lower lev-
el of performance in the acceding and can-
didate countries than in the countries of the
EU15. For example, the reading level of
young people aged 15 years in the new
countries, with the exception of the Czech
Republic, is well below that of the EU15,
and the European benchmark; the pro-
portion of students enrolled in mathemat-
ics, science and technology courses is gen-
erally lower, especially in respect of young
women. 
In all the acceding and candidate coun-
tries expenditure on education per student,
measured in PPE euro (
13), is around 40 %
of the expenditure in the countries of the
EU15 in higher education, a third in sec-
ondary education, and less than half in
primary education (
14). When compared with
GDP per inhabitant, expenditure per student
balances out. But the ratio of expenditure
on higher education to that on secondary
education is higher in all the candidate coun-
tries than it is in the European Union, where
expenditure on the former is 37 % higher
than on the latter. In other words, in the larg-
er countries (the Czech Republic, Poland,
Romania, Slovakia and Hungary), where
public expenditure on education is appre-
ciably below the European average, sec-
ondary education has been widely neglect-
ed, and initial technical and vocational ed-
ucation, which accounts for the largest pro-
portion of students in secondary education,
even more so.
The rate of participation in education and
training among 25 to 64 year-olds varies con-
siderably both among the acceding and can-
didate countries and between them and the
EU15: with an average rate of 4.9 %, the ac-
ceding and candidate countries are below
the EU15 average of 9.7 %, and well be-
low the European benchmark of 12.5 %; and
the less well-educated the reference popu-
lation, the wider the gap: participation among
the least skilled (
15) is 0.7 %, compared with
2.3 % in the EU15. 
Expenditure by enterprises on employee
training, measured as a percentage of salary
costs, is considerably lower in the acceding
countries, where only the Czech Republic
(1.9) and Estonia (1.8) stand out, while
still remaining well below the EU15 average
of 2.3. Consequently, the average number
of working hours that enterprises devoted
to training is significantly lower in the ac-
ceding and candidate countries: 4 per 1000,
as against 7 per 1000 in the EU15. A detailed
analysis of the results of the survey (
16) re-
veals great inequalities in access to training,
far higher than in the EU15. The enterpris-
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(
8) Public expenditure on education
is measured as a percentage of GDP
in 2000 (Commission Working Doc-
ument, Eurostat 2000).
(
9) The indicator measures the im-
portance attached to higher educa-
tion in relation to secondary edu-
cation in public expenditure by com-
paring the unit cost per student in
higher education with the unit cost
per student in secondary education
in 2000. (Data extracted from the
Commission Working Document,
Eurostat 2000).
(
10) The indicator measures the per-
centage of enterprises with more
than 10 employees pursuing train-
ing initiatives for their employees
(CVTS2 Survey, Eurostat 2000-2001).
(
11) The indicator measures the per-
centage of 25-64 year-olds with train-
ing at higher education-level (ETF
Report, Eurostat Labour Force Sur-
vey 2001) .
(
12) Measured as a percentage of 18-
24 year-olds with a level of educa-
tion below upper secondary and not
pursuing any training course. 
(
13) Purchasing Power Equivalent.
(
14) Only in Cyprus is expenditure
comparable to the EU15 average.
(
15) Those who have a level of edu-
cation lower than that attained at the
end of upper secondary education
(CITE 0 to 2).
(
16) This refers to the first survey of
vocational education in the candi-
date countries carried out by Euro-
stat in 1999 in parallel to the second
survey of vocational education in
the EU countries (CVTS2) / Results
published in 2002.
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es providing training tend, for example, to
be larger and to be in banking and finance
rather than manufacturing and public serv-
ices.
Lessons from other indicators
Although curiously absent from the list of
29 indicators monitoring the 2010 education
and training objectives, a number of surveys
and statistical observations permit more de-
tailed evaluation of the situation in the ac-
ceding and candidate countries. While tak-
en as a whole these results confirm the above
analyses, they help to identify problems more
clearly and highlight the forces at work in
the education systems and the appalling lack
of resources for labour market training.
According to PISA (
17), the results for math-
ematical and scientific culture are better than
those for reading. However, with the ex-
ception of the Czech Republic and Hungary
for scientific culture, the results fall within
the bottom half of the table and those of Ro-
mania, Bulgaria and Latvia are among the
lowest.
The TIMSS survey (
18) looks at performance
in science and mathematics. Unlike PISA,
which is concerned with the ability to put
accumulated knowledge to good use, TIMSS
provides information on academic knowl-
edge. Some candidate countries obtain good
results: Hungary, the Czech Republic, Slo-
vakia and Slovenia, for example, are in the
top half of all the European countries stud-
ied, and Hungary is in first place for science
(
19). Furthermore, the comparison between
1995 and 1999 shows that Latvia, Lithuania
and Hungary have the best rates of progress
of all OECD countries.
Similarly, the results of the PIRLS survey (
20)
on the reading level of children aged 10
years are encouraging: among the 10 can-
didate countries studied, eight are above the
international average, and Bulgaria, Latvia,
Lithuania, Hungary and the Czech Republic
are among the top-ranking countries. 
According to a recent Eurostat study on high-
er education (Strack, 2003), figures for 2001
show a rate of participation by 20-29 year-
olds in higher education of 25.5 % in the ac-
ceding and candidate countries, almost the
same level as the European Union’s 26 %. At
the same time, the number of new graduates
produced each year in the candidate coun-
tries now exceeds by far the number of grad-
uates in the European Union: 55.3 per 1000
inhabitants aged 20-29 years in the candidate
countries in 2001 as against 40.4 in the EU.
However, the breakdown of students by dis-
cipline is very different. There are about half
as many students studying science as there
are in the European Union: 6.1 % of 20-29
year-olds compared with 11.8 %. Among the
candidate countries, only the Czech Repub-
lic and Cyprus have higher rates than the
European average, while Hungary, Malta,
Slovenia and Lithuania are at 5 % or less.
Continuing training for teachers is signifi-
cantly less well developed in the acceding
and candidate countries than in the EU. The
level of qualification of the adult population
is lower than that in the European Union,
especially in quantitative terms in relation to
the proportion with a higher education qual-
ification, but more particularly in qualitative
terms generally. According to the most re-
cent Eurostat statistics, the candidate coun-
tries are at the level of the cohesion coun-
tries in respect of participation in continuing
education and training, well below the Euro-
pean average, with Romania and Bulgaria at
the level of Greece, around 1.5 %, and Mal-
ta, Poland and the Czech Republic at the lev-
el of Spain, around 5 % to 6 %; however,
Cyprus and Latvia at 8 % and Slovenia at
15 % stand out from the rest. The situation
is also problematic and very mixed in the
case of training for employees offered by en-
terprises. And the most serious problem is
the under-development of training for the
labour market, especially for the unemployed,
in most of the countries (
21).
Initial conclusions
In total, looking at the five European bench-
marks for 2010, it is found that the acced-
ing countries (
22) paradoxically perform bet-
ter than the EU15 countries, and even ex-
ceed the first (percentage of drop-out from
the education system) and the third (com-
pletion of upper secondary education) bench-
marks, although the reverse is true for the
remaining three benchmarks (percentage of
graduates in mathematics, science and tech-
nology; level of understanding in reading;
participation in education and training by
the adult population). 
But if all the indicators available are con-
sidered together, it is possible to draw up
an initial set of conclusions with regard to
the acceding and candidate countries:
(
17) See above Note 9.
(
18) Third International Mathematics
and Science Study, conducted in
1995 and 1999 among pupils in their
8th year of schooling. It covered all
the candidate countries except Poland,
Malta and Estonia.
(
19) On the other hand, Turkey, Ro-
mania and Cyprus are ranked among
the lowest.
(
20) PIRLS (Progress in International
Reading Literacy Study) International
Report, produced by the IEA (In-
ternational Association for the Eval-
uation of Educational Achievement)
in 2003 on the basis of a survey car-
ried out in 35 countries in 2001.
(
21) There are wide differences be-
tween countries. Slovenia has al-
ready passed the European bench-
mark of 20 % of the unemployed
undergoing training during the year,
and Malta is close to this level, while
Estonia and Hungary are at around
the half-way mark and the Czech
Republic and Poland are apprecia-
bly lower. If new entrants to labour
market training are taken as a per-
centage of the active population,
Hungary comes out better than Ger-
many, although the rate of unem-
ployment is higher there, while the
Czech Republic and above all Poland
have much lower results, particu-
larly when compared with the coun-
tries in the Union with similar rates
of unemployment.
(
22) A distinction should be made
here between acceding and candi-
date countries since Romania and
Bulgaria perform much less well on
these two points.
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them, with Romania and Bulgaria in par-
ticular generally performing less well than
the acceding countries and Union Member
States.
❑ Education systems in the acceding coun-
tries are effective in quantitative terms and
capable of providing schooling for the vast
majority and preventing drop-out, but are
largely academically based and still poorly
prepared for the knowledge-based econo-
my and society from the point of view of
learning of key skills, even though posi-
tive changes are taking place in the coun-
tries investing most heavily in education.
❑ Higher education systems have expanded
very rapidly but are still unable to give enough
coverage to mathematics, science and tech-
nology.
❑ Investment in education is inadequate
overall in most countries and shows a bias
towards higher education to the detriment
of secondary education and especially tech-
nical and vocational education, and teacher
training.
❑ Systems of continuing education and
training are under developed, are very un-
equal, depending on the size of enterpris-
es, sectors of activity and level of education
of the individual, and are therefore ill-equipped
to remedy the lack of skills among the pop-
ulation as a whole.
❑ There is a particularly serious shortage
of training for the labour market.
❑ Investment in training by enterprises is
inadequate.
❑ And overall, a very marked imbalance
between education and adult training sys-
tems.
Taking a broader and deeper view
For a better understanding of the significance
of this paradox of the good performance re-
ported above in the field of education and
the poorer indicators in relation to adult ed-
ucation and training, we need to take the
analysis further and take a broader and more
indepth look at the situation. This is made
possible by the work of the European Train-
ing Foundation already mentioned above.
The reports by the Foundation are based on
analysis of the changes that have taken place
since the fall of the Iron Curtain; they ex-
amine the main economic and employment
data and the most recent trends; they chart
European cooperation with candidate coun-
tries as it developed throughout the 1990s
up until their accession; they analyse the
changes that have occurred in the fields of
education and training, and in employment
services; they recall the reforms undertaken
and analyse the obstacles to their imple-
mentation; and they bring up to date in par-
ticular the questions relating to the gover-
nance and funding of systems. 
Growth  Exp. R&D (
24) Emp. (
25) Agr.  Ind. emp. (
27) Serv. Older  Un-emp.  (
30) Youth Labour 
2002 (
23) emp.(
26) emp. (
28) emp. (
29) unemp. (
31) prod. (
32) 
EU15 1.1 1.98 64.3 4.1 25 71 40.1 8.0 15.1 100
EU benchmark  -- 70 -- - 50 -- -
Cyprus 2 .2 0.26 68.6 4.9 24 71.1 49.2 4.4 9.7 79.6
Estonia 5.8 0.78 62 6.9 31.2 62 51.6 10.1 17.7 43.4
Hungary 3.3 0.95 56.6 6.2 34.1 59.7 26.6 5.8 11.9 64.2
Latvia 6.1 0.44 60.4 15.1 25.3 59.6 41.7 10.5 24.6 38.7
Lithuania 5.9 0.69 59.9 16.5 27.2 56.3 41.6 12.7 21.4 43.6
Malta 1 - 54.6 (
33) 1.5 28.4 70 - 7.7 5.9 (
34) 90.1
Poland 1.3 0.68 51.5 19.3 33.8 52 50.9 19.3 41.7 50.3
Czech Rep 2 1.30 65.5 4.9 40.5 54.6 40.8 7.6 16.9 54.7
Slovakia 3.4 0.64 56.8 6.4 33.9 59.6 22.8 17.2 37.3 57.6
Slovenia 3.2 1.57 63.4 9.5 38 52.4 24.5 6.6 15.3 69.5
AC av. - 0.83 -- - - ---53.6
Bulgaria 4.8 0.47 50.6 9.7 32.7 57.6 27 13.8 35.5 32.3
Romania 4.9 0.39 57.6 35.2 30.7 34.1 37.3 6.5 18.5 34.4
Turkey 7.8 0.64 (
35) -- - - - 9.0 - 35.8
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The table below contains data to which reference will be made below.
(
23) Rate of growth of GDP as a per-
centage (Employment Report 2003). 
(
24) Total expenditure (public and
private) on research and develop-
ment as a percentage of GDP in 2001
(Eurostat, May 2004).
(
25) Rate of employment in 2002 (Em-
ployment Report 2003).
(
26) Rate of employment in agricul-
ture; data are for 2002 except for
Bulgaria, Cyprus, the Czech Repub-
lic, Latvia and Lithuania, where da-
ta are for 2001, and Malta, where
they are for 2000 (Employment Re-
port 2003).
(
27) Rate of employment in industry;
see the comments in Note 47.
(
28) Rate of employment in services;
see the comments in Notes 47 and
48.
(
29) Rate of employment of persons
aged 55 to 64 years in 2002 (Em-
ployment Report 2003).
(
30) Rate of unemployment in 2003
(Eurostat Structural Indicators, May
2004). 
(
31) Rate of unemployment among
young people from 15 to 24 years
of age (Employment Report 2003).
(
32) Productivity of labour force by
person employed: GDP in Purchas-
ing Power Equivalents by person
employed (relative to EU15 = 100 in
2003 (Eurostat Structural Indicators,
May 2004).
(
33) 2002 data.
(
34) 2000 data.
(
35) 2000 data. 
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landscape (
36)
The economy of the acceding and candidate
countries is now based on a network of mi-
cro-enterprises. The network is more ex-
tensive than in the European Union, but is
comprised of smaller micro-enterprises. The
small-scale privatisation of the early 1990s
and the influx of foreign, chiefly European,
investment, although varying greatly from
country to country, contributed to the rap-
id development of services and the swift cre-
ation and of a vast network of SMEs. In 1999,
micro-enterprises (with fewer than 10 em-
ployees) represented 95.4 % of all enter-
prises in the candidate countries, compared
with 93.1 % in the EU (
37) and provided 40.2
% of jobs compared with 34.2 %, and the
average size of an enterprise was 5 in the
candidate countries compared with 6 in the
EU (Observatory of European SMEs, 2002).
Nonetheless, the candidate countries do not
always have the type of advanced service
sector common in the EU. Very few SMEs
are heavily engaged in manufacturing ac-
tivities involving investment in new capital
and new technologies. The few SMEs which
operate in manufacturing are much small-
er and less experienced that those in the EU.
Furthermore, not everything has happened
as fast; in particular large-scale privatisation,
and even more so, industrial restructuring
have been far slower and are far from com-
plete. In a number of sectors that were heav-
ily integrated within COMECON, such as ar-
maments, major enterprises were closed
down or broken up in the early or mid-1990s.
But many continued to benefit from pro-
tectionist measures. The restructuring of the
Polish steel industry did not really begin un-
til the early 2000s, and the programme of
restructuring and privatising the large Ro-
manian heavy industrial combines began
only in 2002. In addition, the measures tak-
en in the early 1990s to privatise agricultur-
al land usually created a large number of
small properties that were not large enough
to undertake the necessary modernisation.
As for economic growth, after a severe slump
in the early years of transition in most coun-
tries, there was a general recovery in the
early 1990s, followed by a further slow-down
and even a downturn in the second half of
the decade, with the exception of Cyprus,
Malta, Hungary, Slovenia and Poland, where
the economic crisis did not make its ef-
fects on growth felt until 2001. Since 2000,
despite some slowing (
38), most countries
have maintained a high level of growth: over
4 % in 8 countries in 2000, 5 countries in
2001 and 6 countries in 2002 (
39). While five
of the 13 countries had economic higher
growth than the EU in 1999, this figure rose
to 10 in 2000 and 2001, and to 12 in 2002.
According to a study on the state of the econ-
omy in candidate countries (Boillot, 2003),
the amount of direct foreign investment (DFI)
in the candidate countries rose considerably
throughout the 1990s and is still increasing.
The author suggests that they are attractive
not so much on account of the level of wages
and salaries as the level of the human cap-
ital. Of all the candidate countries, Poland
has been the largest recipient, followed by
the Czech Republic and Hungary. What is
more, the international attractiveness of the
candidate countries is increasing year by
year (
40). 
In return, this DFI will probably lead to in-
creased productivity, improved skills and
the expansion of vocational training. But this
presupposes an active support and dissem-
ination policy in all sectors of the economy,
without which improvements will remain
isolated and will contribute to growing in-
equality (Fragoulis, Masson, Klenha, 2004).
Productivity is already very uneven between
regions and sectors, and even within sectors
between those enterprises which have re-
ceived DFI and those which have not. There
is also great inequality between countries,
and productivity in all countries remains be-
low the European average. In total, these in-
equalities in economic development help to
maintain or worsen disparities between coun-
tries in terms of access to employment and
training, and exclusion.
An examination of investment in research
and development completes this brief re-
view of the economy. While the European
Union spent 1.98 % of GDP on R&D in 2001,
the 10 acceding countries spent an aver-
age of 0.83 %, and only the Czech Repub-
lic (1.30 %) and Slovenia (1.57 %) exceed-
ed 1 %. Furthermore, in the EU 56 % of
the investment was made by enterprises, as
against 41 % in the candidate countries,
where research investment depends largely
on the state. 
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(
36) Cyprus and Malta cannot be re-
garded as countries in transition be-
tween two different economic sys-
tems, any more than Turkey. For that
reason, most of the following re-
marks apply more particularly to the
10 countries of Central and Eastern
Europe.
(
37) This means that there are one-
third fewer enterprises with more
than 10 employees in the candidate
countries than in the EU15.
(
38) With the exception of Lithuania,
Romania and Slovakia. The slow-
down was particularly noticeable in
Cyprus (5.2 in 2000, 4.1 in 2001 and
2.2 in 2002), the Czech Republic (3.3,
3.1, 2), Hungary (5.2, 3.8, 3.3), Poland
(4, 1, 1.3) and Slovenia (4.6, 2.9, 3.2).
(
39) Bulgaria, Estonia, Latvia, Lithua-
nia, Romania and Turkey.
(
40) According to the study, ‘four
groups may be distinguished:
- Two economies, Hungary and Slove-
nia, at the stage of convergence
towards the level of DFI of Spain
and Portugal. The question is whether
these two countries will stop there
or will follow the pattern of the high-
ly specialised small economies such
as Finland and Sweden. 
- Two very attractive and dynamic
economies, the Czech Republic and
Estonia, which have recently received
twice as much DFI as their weight
in the world. Malta is rapidly catch-
ing up with this process. It can be
deduced from this that the flow of
DFI to these countries may well rise
significantly in the years to come.
- A group comprising Poland, Bul-
garia, Latvia and Lithuania, which is
around the average for the region,
and below their world economic
weight. They might be termed coun-
tries with a strong short-term po-
tential if their economies continue
to open up.
- A last group below their notional
potential with two different trajec-
tories: those taking off, such as Slo-
vakia, and those still failing to catch
up in line with their potential, such
as Romania.’
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employment and the labour market
For a long time, the growth observed has
not led to the creation of jobs. On the con-
trary, employment has fallen heavily in most
countries since the mid-1990s. Under the
combined impact of continuing economic
growth, demographic decline and the de-
velopment of employment policies based
largely on early retirement and employment
subsidies, this fall appears to have been halt-
ed from 2000/2001, and an examination of
the situation suggests stabilisation and even
an improvement in some countries, with the
notable exception of Poland and Romania.
Nonetheless, rates of employment in 2002
were often below those achieved in 1998,
and more particularly below the EU average
(64 %), except in the case of Cyprus and the
Czech Republic, and far below the European
benchmark for 2010 (70 %). The slight im-
provement since 2000 has been of particu-
lar benefit to the older population. On the
other hand, the rate of youth employment
remains fearfully low, well below the Euro-
pean average, and the trend is still down-
wards in almost all countries.
Changes in the breakdown of jobs between
sectors have been rapid, but seem to have
slowed in the last few years. The fall in agri-
cultural employment continues, but at a
far slower pace than before 2000. It nonethe-
less remains well above the European level
in Slovenia, the Baltic States and Poland, and
above all in Romania, where it was still
around 40 % in 2002 and provides an al-
ternative for victims of industrial restructur-
ing (
41). Industrial employment also sufered
an appreciable decline, but has now been
very stable since 1999/2000 in almost all
countries, and in most cases above the Euro-
pean average of 25 %, particularly in Hun-
gary, Slovakia, Slovenia and the Czech Repub-
lic, where it is 35 % or more. Hence, em-
ployment in services, having risen very rap-
idly in the early years of transition, is grow-
ing only very slowly, far short of the level
in the European Union, except in Cyprus,
and still further from the European objec-
tives for 2010. All this points to a consider-
able lack of labour mobility, and to the in-
ability of education and training systems
to respond to the needs of the labour mar-
ket. Furthermore, a comparative analysis of
working conditions shows that, on average,
the candidate countries endure longer work-
ing hours, poorer conditions and more Tay-
lorist work organisation than in the Euro-
pean Union (European Foundation for the
Improvement of Living and Working Con-
ditions, 2002).
The unemployment situation is still very wor-
rying in most countries, but the most recent
statistics suggest some improvement as
unemployment continues to fall in Cyprus,
Hungary, Latvia and Slovenia, while it has
been falling since 2000/2001 in Bulgaria, the
Czech Republic, Estonia, Lithuania and Slo-
vakia, and has even started to fall since 2002
in Poland, Romania and Turkey. It nonethe-
less remains at very high levels in Poland
and Slovakia, and is above the European av-
erage in 7 of the 13 countries. This im-
provement is particularly helping the long-
term unemployed, and to a lesser extent
younger people, among whom unemploy-
ment remains higher than the European av-
erage, except in Cyprus and Hungary. How-
ever, it is rising appreciably in Romania,
Poland and Latvia.
As the Eurostat publication cited above sug-
gests (Strack, 2003), completion of upper
secondary education significantly reduces
the risk of unemployment, particularly in the
candidate countries. While unemployment
rates for those who have completed upper
secondary education are similar in the EU
and candidate countries, for those who have
not done, so the rate is double in the can-
didate countries. In 2001, the differential
in the unemployment rate between those
with intermediate qualifications (
42) and the
better qualified (
43) among 15-39 year-olds
was 50 % in the EU but 80 % in Romania
and Estonia, 120 % in Bulgaria, the Czech
Republic, Lithuania and Slovenia, 160 % in
Poland, 190 % in Slovakia and 340 % in Hun-
gary.
When transition began, employment poli-
cies were at first aimed at limiting growth in
unemployment by adopting protectionist
measures covering larger enterprises, and
by expanding early retirement schemes. An
attempt was also made to treat the question
of unemployment by means of general sys-
tems of compensation, while public em-
ployment services were set up, chiefly to
collect social security contributions and dis-
tribute benefits. At the same time, largely in
the capital cities, large numbers of private
offices were opened, principally to recruit
senior local staff to work for foreign investors,
and to help to train managers.
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(
41) This is demonstrated particu-
larly by the rise in agricultural em-
ployment from 40 % in 1997 to 45
% in 2000 in Romania while at the
same time industrial employment
fell from 30 % to 26 %. A similar de-
velopment, although on a smaller
scale, has been happening over the
last three years in Poland. 
(
42) CITE Level 3, corresponding to
completion of secondary education. 
(
43) At the level of higher education.
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to change abruptly when most countries
were confronted with mass unemployment
in the second half of the decade. Compen-
sation schemes became far less active, and
the public employment services had to take
on a whole range of new tasks to provide
individuals and enterprises with advice and
support, for which they lacked the staff, train-
ing and equipment. Furthermore, the re-
sources they had were still limited, while
unemployment became worse. Overall,
active labour market measures remain very
poorly resourced and are largely devoted to
job subsidies, chiefly through the direct cre-
ation of public employment with local au-
thorities. Hence, the amount spent on train-
ing for the unemployed is extremely low in
almost all countries (
44). Moreover, only Hun-
gary has succeeded in devoting some of
its training schemes to preventative meas-
ures.
The economic roots of the difficulties
of the education and training systems
From this review of the economic and em-
ployment situation, it is apparent that tran-
sition is far from complete. While the mar-
ket economy principles of the European
Community, and its institutional foundations,
are respected, at least in the 10 acceding
countries, the economies of most of these
countries still reveal considerable short-
comings by comparison with the EU15, in
terms of both competitiveness and economic
and social cohesion. Considerable changes
have taken place, but the network of small
enterprises is still very fragile and incapable
of contributing significantly to the innova-
tion and research effort required under the
Lisbon Strategy, while the slow pace and dif-
ficulties of industrial and agricultural re-
structuring are worsening the imbalance be-
tween regions and social cohesion.
The Lisbon objectives for jobs and unem-
ployment and R&D seem even further off
than those set for education. This reflects and
goes some way to explaining the comments
already made about the imbalance between
education and adult education and training.
It is also clear how the difficulties and achieve-
ments identified above in the field of edu-
cation and training have their roots in struc-
tural phenomena. And it is clearer how these
shortcomings hinder economic development
and social cohesion. Shortcomings are to be
found both among enterprises and employ-
ment services in the provision of the nec-
essary training and retraining. However,
serious mismatches are also emerging be-
tween the qualifications produced by the in-
termediate level of the education system and
the needs of the labour market. The rates of
unemployment among young people are ex-
tremely worrying in most countries, espe-
cially among those without higher education
qualifications, even though rapid expansion
of access to higher education and demo-
graphic decline are reducing the numbers
leaving education at this level.
The creation of jobs in services and devel-
oping industries has benefited essentially
those with higher education qualifications,
especially the large numbers of young peo-
ple completing higher education courses in
management, tourism, information technol-
ogy and foreign languages. But there is a
danger that this process will reach its lim-
its if secondary and higher education can-
not succeed in further developing interme-
diate and higher-level qualifications in sci-
ence and technology, which investors (both
domestic and foreign) now need so that they
can increase their competitiveness and pre-
pare for the knowledge-based society.
It is obvious at the same time that the cum-
bersome nature of the former economic sys-
tem, in which vocational training and the
economy were organically linked, still af-
fects the education and training system. It
comes as no surprise to find that that some
vocational schools have difficulty in evolv-
ing, given that they were situated right next
door to the industrial dinosaurs for which
they provided whole cohorts of workers
each year, and that limited public funding
has prevented them from undertaking the
necessary modernisation. As the Foundation
report suggests (Masson, 2003), this situa-
tion long persisted in many schools before
more rapid industrial restructuring brought
about an abrupt change, putting a stop to
young people going straight into work at
the end of technical or vocational second-
ary education. At the same time, the train-
ing establishments located close to enter-
prises that have benefited from DFI have
been able to modernise thanks to the knock-
on effect from this investment.
Today, the slowdown in growth and slow-
er expansion of employment in services are
sounding a warning bell for vocational ed-
ucation and training systems: they need to
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(
44) Funding is appreciably lower
than in the countries of the Euro-
pean Union with a comparable or
lower rate of unemployment. Hun-
gary and Slovenia, for example, spend
half as much as Portugal, Lithuania
and Estonia 5 times less than Greece,
Slovakia and Poland over 10 times
less than Spain, and the Czech Repub-
lic 15 to 20 times less than Germany
or France on labour market training
as a percentage of GDP. At the in-
dividual level, expenditure per un-
employed person ranges from a ra-
tio of 1 in Poland and Slovakia to 3
in Estonia, 5 in Lithuania and the
Czech Republic, 15 in Malta, 23 in
Slovenia and 25 in Hungary, com-
pared with 26 in Spain, 38 in Greece
and 73 in Portugal. 
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change faster and to play a far more active,
even pro-active, role in developing all as-
pects of human capital, especially by de-
veloping skills within enterprises and in the
labour market.
Education and training policy
Construction of a legislative
framework in stages
At first there were several driving forces be-
hind change: (1) the desire of governments
to adapt economic and social systems to the
constraints of the market economy and the
rule of law, and to prepare as fast as pos-
sible for European integration; (2) a huge
appetite for education among large sections
of the population, set free by the collapse
of the previous system in which education-
al activities did not lead to social advance-
ment or better pay, which naturally had an
effect on the various branches of general ed-
ucation and still more on higher education;
(3) European assistance, particularly through
the Phare programme, which focused until
1998 on requests from countries before turn-
ing towards the priorities of accession. 
In general, there were three successive stages
to reform, marked principally by legisla-
tive action, the pace of which varied from
country to country. At first, priority was giv-
en to ‘de-ideologising’ subject-matter, to uni-
versity autonomy and to greater freedom to
teach in the private and Church sector. With
the obvious exception of Cyprus and Mal-
ta, but also of Hungary and Slovenia, where
economic reform had begun in the 1980s
and some education and training initia-
tives had already been launched, the new
leaders of Central and Eastern European
countries did not have a clear idea about the
reforms to be undertaken in the area of ed-
ucation and training, apart from the need
for a vigorous expansion of higher educa-
tion. However, in the case of vocational ed-
ucation and training, they needed to respond
to the collapse of the organic links (partic-
ularly in terms of funding) between schools
and enterprises. In the event, vocational ed-
ucation became more school-based and more
theoretical (Nielsen, 2003). 
The second stage, which began any time
between 1993 in Hungary and 2001 in Poland,
covered laws on initial vocational educa-
tion in the formal system, in the context
of overall restructuring of secondary edu-
cation aimed in general at prolonging the
period of study, postponing the age of spe-
cialisation, opening up pathways, provid-
ing bridges into higher education for more
people, and implementing new curricula
suited to the needs of the market and soci-
ety. These reforms also helped to diversi-
fy higher education courses, including the
development of vocational higher educa-
tion provision. On the basis of the growing
demand for education, the reforms also led
to significant changes in the balance be-
tween types of upper secondary education:
in most countries, technical and vocational
paths as a whole lost students to general
courses, and within the technical and vo-
cational block, so-called technical or sec-
ondary vocational courses (
45) expanded
rapidly, to the detriment of so-called vo-
cational or apprenticeship courses, in which
numbers fell considerably (Czesana, 2004
and Svetlik, 2004).
Reforms in adult continuing education and
training were the subject of the third stage
aimed chiefly at regulating already widely
diversified training provision, and at intro-
ducing national systems of qualifications,
suitable accreditation and certification mech-
anisms, and the first steps towards validat-
ing non-formal and informal learning. This
stage began in 1996 in Slovenia, and is still
in its infancy. It now forms part of wider re-
forms aimed at lifelong learning. 
The problems in implementing
systemic reform of vocational
education and training
The first thing to note is the inadequate analy-
sis of the needs of the labour market and of
future skills requirements. This may be ex-
plained in part by the as yet unstable nature
of changes in employment in most coun-
tries. Nonetheless, investment in research
into vocational education and training, hav-
ing been cut back considerably at the be-
ginning of transition (Nielsen, 2003) is still
relatively inadequate, analysis seldom going
beyond the examination of employment of-
fice statistics. 
It is against this background that the reform
of vocational education and training curric-
ula has been undertaken in all countries
as a major priority in order to respond to
new training needs. It has generally been
underpinned by assistance from the Euro-
pean Union under the Phare programme
(
45) Leading to a qualification at CITE
Level 3 and to a certificate of com-
pletion of secondary education grant-
ing access to higher education.
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agencies offering their expertise to institu-
tions that have become more independ-
ent. The result has been a wide variety of
approaches which each country is now try-
ing to systematise, largely by introducing na-
tional benchmarks which leave a degree
of autonomy at the local level. 
This policy is under way, but is progressing
slowly. In Slovenia, where the reforms have
been among the most far-reaching, it was
believed in 2002 that these new curricula
had only been adopted in 30 % of cases.
Their general adoption suffers from lack
of a support policy, absence of appropriate
institutional back-up and insufficient rele-
vant resources in terms of teacher training,
teaching methods and technical facilities,
and pilot schools have often remained iso-
lated. The proliferation of new curricula and
their coexistence with older versions, the
expansion of new training paths in some
schools, also in parallel with former oper-
ational structures that are still functioning in
other schools, and the growing number of
public and private training centres, have cre-
ated a situation in which transparency of
qualifications is becoming an urgent re-
quirement, both for the groups receiving
training and for employers, and is a major
concern for governments. Awareness of this
problem is obstructed, however, by poor
mobility among workers.
This policy was at first confined to approaches
governed by the needs of the formal edu-
cation system, but it now tends to be based
on the implementation of national systems
of vocational qualifications in order to re-
spond to the need to regulate the devel-
opment of vocational training in the non-
formal sector, and in particular labour mar-
ket training. The work required is very com-
plex, however, and some countries are ex-
periencing difficulties in mobilising the nec-
essary resources. Furthermore, it suffers from
the difficulties of interministerial coordina-
tion and the weaknesses of the social part-
nership. Nonetheless it is increasingly nec-
essary in countries seeking to implement
recognition and validation of non-formal and
informal vocational skills, particularly in or-
der to deal with the problems of training the
adult population and the long-term unem-
ployed. Most countries have therefore adopt-
ed this approach, but have usually kept it
separate from formal learning and learning
on the job (
46). The benchmarks for certifi-
cation remain those of the formal education
system, and it is to be feared that before long
this will not be sufficient to deal with the
huge problems of social exclusion among
disadvantaged sections of the population
such as the long-term unemployed and eth-
nic minorities, or to contribute to the de-
velopment of skills and qualifications in the
workplace.
The quality of training courses has become
a major concern of the competent ministries.
The trend is to put in place procedures for
registration and accreditation with national
commissions under the control of the Min-
istry of Education. These procedures are
aimed both at the centres themselves and at
the training that they provide. They were
first introduced to regulate private higher
education establishments, but are now be-
ing developed for all establishments offer-
ing labour market training. However, the
control operations involved are often per-
ceived as nit-picking and bureaucratic. Ad-
vice and guidance are usually provided with-
in the school system, but with a bias towards
educational psychology, which scarcely helps
to develop vocational training. These func-
tions are also exercised within employment
offices, but their activities are too restricted,
given the needs, because of inadequate
resources, especially training for the rele-
vant staff. In addition, cooperation between
the two systems is far from optimal and suf-
fers from inadequate involvement of the so-
cial partners. 
Governance and partnership
In the late 1990s, as part of preparations for
the Structural Funds policy, the largest coun-
tries embarked on a process of decentral-
ising their education systems, and sometimes
also their employment services. In countries
where the process is furthest advanced (Poland
and the Czech Republic) or is proceeding
gradually (Hungary and Slovakia), the sit-
uation is frequently complex: for historical
reasons, the level chosen to exercise these
responsibilities is most often the district
(or county), while preparation for the Struc-
tural Funds subsequently required the es-
tablishment of regional bodies at a higher
level. All this has led to some fragmentation
of responsibilities and to problems of coor-
dination both between the districts them-
selves, and with the regional ‘programme’
level and central government. There are al-
so difficulties in coordinating the employ-
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(
46) According to Haralabos Fragoulis,
only Estonia has begun to introduce
an integrated system covering all
forms of learning, while Romania
and Slovenia are developing two
parallel systems, Hungary has con-
centrated on the formal system and
the other countries are at the ex-
perimental stage. (International Sem-
inar on the Validation of Non-for-
mal and Informal Learning, Vilnius
2004).
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authorities responsible for them have not al-
ways been set up at the same level. 
Overall, in initial training, responsibility
for the core content of courses, registra-
tion and accreditation of training establish-
ments, and the budget have remained at cen-
tral level. In the countries which have de-
centralised, responsibility for planning, en-
rolment and allocation of resources has been
conferred on elected local authorities. Last-
ly, in almost all countries schools themselves
have acquired responsibility for the recruit-
ment of teachers and the possibility of de-
veloping specific courses that complement
the curricula laid down centrally. The in-
volvement of enterprises in these matters re-
mains marginal.
On the other hand, continuing training is
largely governed by the market, tempered
by accreditation and quality assurance mech-
anisms at the national level, and by the role
played by the decentralised structures of the
public employment service in respect of
labour market training. 
Because this has all been happening so re-
cently, it is of course too early to form a
judgment on how well these decentralised
structures are working. The arrangements
have already increased awareness and
brought in new players at the local and re-
gional level, which should encourage a bet-
ter match between resources and regional
needs, and should eventually make it pos-
sible to take over from or to complement
central government’s responsibility for fund-
ing education and training, particularly tech-
nical equipment in vocational upper sec-
ondary schools. But we may also ask our-
selves whether the systems established will
be able to eliminate, rather than exacer-
bate, the regional disparities that are al-
ready very marked. 
Furthermore, coordination between min-
istries remains inadequate and problemat-
ic in the field of education and training. It
should be remembered that under the so-
cialist system, ministries had no more than
management powers, and that these pow-
ers were split between a series of ‘techni-
cal’ ministries which ‘looked after’ a giv-
en sector of the economy and the educa-
tion and training matters relating to that
sector, in particular the relevant schools and
colleges. This situation was quickly resolved
in most countries, but it lasted until the late
1990s in a few. It has certainly contributed
to the difficulties found today, especially
the rivalry frequently observed between the
Ministry of Education and the Ministry of
Labour over questions relating to contin-
uing education and training, the competi-
tion between public training networks, and
the difficulty of working out global strate-
gies for the development of lifelong learn-
ing. 
In all countries the involvement of the so-
cial partners has been regarded as a key fac-
tor in changing and expanding vocational
education and training systems. The legis-
lation mentioned above has, for example,
given them a role in defining the main lines
of training policy, and in the practical im-
plementation of qualification and certifica-
tion systems. 
In reality, their involvement is far from hav-
ing much effect on policy development. It
must of course be realised that the need to
play a real role in the field of economic and
social policy constituted a genuine ‘cultural
revolution’ for the trade unions, which had
been used as Party tools until 1989. The same
applies to entrepreneurs, who took a long
time to make use of Chambers of Commerce
in order to pool their views, and are now
learning about their collective autonomous
responsibility through very fragmented oc-
cupational associations. This being the case,
the State tends to exercise a dominant role,
not engaging in genuine consultation, and
the representatives of the unions often com-
plain that their points of view are not taken
into consideration. 
However, the involvement of the social part-
ners, particularly employers, is more effec-
tive in the occupational commissions en-
trusted with the task of preparing the new
benchmarks, and in the examination boards
for vocational training diplomas. In schools,
the involvement of the social partners also
depends on the willingness of the heads,
the teachers and employers. It is clear that
the organic links that applied in the for-
mer system have not yet been replaced by
the new cooperation procedures found in
most countries of the European Union. This
lack of cooperation has a particularly detri-
mental affect on the quality and relevance
of the education and training provided in
vocational education establishments.
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In addition to the remark made above about
the limited public and private funding for
education, particularly adult education, it
should be said that resources do not appear
to be spent in the most effective way. Ed-
ucational institutions are small, and they are
far from evenly distributed throughout the
country, especially adult education estab-
lishments; similarly, there is often a high pro-
portion of administrators among education
staff. For this reason, improvement schemes
have been introduced in most countries, en-
couraged by the demographic downturn but
sometimes held back by decentralisation, al-
though this may eventually be a help thanks
to more refined analysis of local develop-
ment needs.
In most countries, particularly Romania and
Bulgaria, the technical equipment situation
is critical in many establishments providing
technical and vocational education (espe-
cially industrial courses). Despite the allo-
cation of significant resources to pilot schools
selected to try out the new curricula under
the Phare programme or other internation-
al cooperation schemes, these establishments
remain isolated; the spread of good practice
has been hampered by lack of resources.
Together with the lack of cooperation be-
tween schools and enterprises, this has com-
promised the quality of the new curricula
and devalued yet further the teaching that
was widely seen as being closely linked with
the former economic system (Svetlik, 2004).
In order to mitigate this lack of resources,
some countries have encouraged schools to
sell products made in their workshops. Other
countries have introduced an obligation on
schools - which have become ‘contributing’
establishments - to transfer the proceeds
from these sales to the State. However, these
procedures carry the risk of undermining
the quality of teaching even further, of de-
motivating schools, and in particular of dis-
couraging them from entering the adult ed-
ucation market. At the same time, some coun-
tries are attempting to re-establish mod-
ernised apprenticeships along the lines of
the dual system, but are coming up against
the reluctance of enterprises to play their
part in the necessary financial investment.
As for information and communication tech-
nologies (ICT), these are spreading more
rapidly in the education system, but at lev-
els that are still lower than in the EU15. Th-
ese developments usually result from min-
isterial initiatives, and sometimes from en-
couragement given by government, as in Es-
tonia, or by other specialist ICT authorities
(Ministries of Telecommunications or Infor-
mation Technology) and rely on coopera-
tion with the private sector. But suitable soft-
ware has yet to be developed, and teachers
trained, although most countries are ad-
dressing these tasks within their limited re-
sources. Resistance to change also has to be
overcome among many teachers and senior
administrators. Internet access is also ex-
panding rapidly, but is sometimes hindered
by the poor quality of the telecommunica-
tion infrastructure.
The issue of teachers
Teachers have generally lost out as a result
of the changes that have taken place since
1990, as have the resources devoted to their
training. With the exception of Cyprus, Mal-
ta and Turkey, and Hungary and Slovenia,
where they have recently been upgraded,
teachers’ salaries are well below those found
within the Union and are frequently below
national averages. The profession is currently
largely dominated by women, to a degree
that is generally greater than the European
average. There would not appear to be a
danger of a shortage of teachers in the im-
mediate future, even though it is an age-
ing profession as in the European Union.
Training does pose a problem, however, par-
ticularly in technical and vocational educa-
tion, where a large proportion of ‘technical’
teachers is regarded as unqualified. The oth-
ers have received university training, but it
would appear that these are still too fre-
quently offering ‘academic’ teaching that is
out of touch with developments in the econ-
omy and is unsuited to preparation for new
learner-centred teaching methods using new
technologies. Furthermore, continuing train-
ing is still poorly developed, for want of re-
sources and specialised support institutions. 
Problems in preparing lifelong
learning strategies
Acceding and candidate countries are now
completely integrated into European edu-
cation and training policies. They played a
full part, for example, in the process of con-
sultation on the Memorandum on Lifelong
Learning in 2001 and were each required to
produce a report on progress made in this
field in 2003 (
47). These progress reports are
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(
47) Following the Council Resolu-
tion adopted in 2002 on lifelong ed-
ucation and training.
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ties laid down in the Commission Commu-
nication. 
The results are illuminating. Two years af-
ter the end of the consultation on the EC
Memorandum on Lifelong Learning in 2001,
the situation had not radically changed in
the acceding and candidate countries. How-
ever, there are moves afoot. A number of
major steps have been taken, and national
strategies are being drawn up in most coun-
tries. But the actions taken reflect the per-
sistent imbalance between the formal and
non-formal/informal elements of lifelong
learning systems, and are too recent to per-
mit evaluation. 
There is still insufficient coordination be-
tween ministries. The social partners are still
not involved in defining and implement-
ing strategies, despite the establishment of
numerous consultative committees and tri-
partite commissions.
Activities are particularly lively in the field
of information and communication tech-
nologies (ICT), especially through public-
private partnerships, and the expansion of
local and regional learning centres designed
to bring learning closer to people’s homes.
A large number of initiatives, for example,
aim to improve access to education in rural
areas and for groups that are disadvantaged
or at risk, and to expand ‘second chance ed-
ucation’ for young people who left school
with no qualifications.
On the other hand, there are few signs of
support for learning in the workplace through
appropriate incentive schemes or initiatives
to encourage private investment in training.
It is rare to see the appearance of new fund-
ing mechanisms, and there are very few ex-
amples of funds being retargeted towards
these priorities. Greater attention is being
given to teacher training, but the major ques-
tions associated with improving the stand-
ing of the teaching profession are only be-
ing addressed in a small number of coun-
tries. Lastly, the quality of vocational learn-
ing and training remains a major worry, es-
pecially in the three candidate countries,
even though many initiatives launched with
European assistance are aimed at providing
better equipment, improving infrastructures
and introducing evaluation and quality as-
surance mechanisms. 
This confirms the analyses of the previous
chapters. There is still a huge imbalance be-
tween the importance that the education sys-
tem attaches to general and higher educa-
tion on the one hand, and to vocational ed-
ucation and training on the other, and also
between the initiatives taken in the formal
education system on the one hand and the
development of skills in the workplace and
among sections of the population at risk
of exclusion on the other. These imbalances
are likely to increase further because the so-
cial partners find it difficult to intervene in
these questions and enterprises are still un-
able to take the necessary action. 
There are also question marks over the lim-
its to the strategies drawn up because ac-
tion remains compartmentalised between
education and training, while primary re-
sponsibility lies with ministries of education.
It would no doubt be good to find ways
of working together more closely, and even
to assign strategic responsibility to the prime
ministerial level, in close association with
the other elements of the Lisbon Strate-
gies, in particular with the components con-
cerned with employment, research and com-
petitiveness. 
Conclusions
The situation in the acceding and candidate
countries today is very mixed to judge by
the criteria laid down for assessing progress
towards the Lisbon objectives for education
and training. Continued reform effort and
heavy investment in human capital have en-
abled some countries to achieve encour-
aging results in some fields. The sharp in-
crease in the number of students entering
higher education has helped the expansion
of employment in services and the rapid in-
crease in direct foreign investment. But over-
all, education and training systems have
largely been reactive, and are still ill-equipped
to play an active role in future changes in
the economy and employment. Vocational
education and training, which depended
heavily on the economic structures of the
socialist system and which are the victims
of the present-day rejection of that system,
have remained the poor relations in the
changes that have occurred. In all countries,
there is still a considerable lack of adult ed-
ucation and training, which is contributing
to inequality and seriously affecting social
cohesion. 
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most countries, at a time when ten of them,
however, recently joined the European Union
on 1 May 2004. There are a number of in-
dications that the pace of change in edu-
cation and training systems needs to be ap-
preciably faster, and in particular that con-
siderable effort needs to be put into retraining
adults in enterprises and for the labour mar-
ket. Current initiatives being carried out, and
the strategies drawn up to meet the Lisbon
objectives and to prepare for the knowledge-
based economy and society, are not up to
the task. They remain too focused on the
supply side and the pre-eminence of the for-
mal education system. Attention should be
given to all the messages and priorities con-
tained in the Communication on lifelong ed-
ucation and training, with particular regard
to the systemic aspects of this framework
for action and to the overriding need for
partnership, to the priority to be accorded
to the individual, to non-formal and infor-
mal learning, to the recognition of skills ac-
quired through experience, and to mecha-
nisms for guidance and advice. 
Against this background, the objectives laid
down for education and training systems
cannot be achieved solely through policies
centred on educational criteria. The rela-
tionship between these phenomena, em-
ployment issues and economic structures
needs to be appreciated, and integrated poli-
cies need to be rigorously adopted, close-
ly linking the development of human capi-
tal with measures to develop SMEs, convert
industrial enterprises and tackle social ex-
clusion. This is undoubtedly the direction in
which the European Union should direct its
structural policy interventions in the coun-
tries concerned, particularly using the Euro-
pean Social Fund. 
Annex
Typology of candidate countries according
to education and training issues (
48)
(a) Hungary and Slovenia, where reform
is furthest advanced, the level of expendi-
ture on training for the labour market is clos-
est to the European average, and enrolment
rates in higher education are highest, in a
context in which technical and vocational
education still has a major place in second-
ary education. However, public spending
on education and the level of continuing
training for employees are still below the
EU average in Hungary, although higher
in Slovenia. Furthermore, these two coun-
tries have been able to upgrade salaries and
training for teachers substantially, and there
have been significant initiatives in the area
of lifelong learning in these countries.
(b) The three Baltic States, Cyprus and
Malta, which have in common the fact that
their level of investment in education (
49)
is higher than the European average, in a
context in which technical and vocational
education has only a limited place in sec-
ondary education. Among them, reform is
furthest advanced in Cyprus, Malta and Es-
tonia; rates of enrolment in higher educa-
tion have risen most in the Baltic States, as
did student levels in mathematics and sci-
ence between 1995 and 1999; continuing
education and training are better developed
than the average in these candidate coun-
tries, particularly in Cyprus, Latvia and Lithua-
nia, and there are numerous initiatives in
the field of lifelong learning.
(c) The Czech Republic and Slovakia,
which have in common the fact that the pro-
portions of the population with at least a
CITE level 3 qualification are among the
highest (the PISA results are also the best in
the Czech Republic) in a context in which
technical and vocational education is still
very highly developed within secondary ed-
ucation. It is also in the Czech Republic that
employees’ participation in continuing train-
ing is highest. However, systemic reform of
education and training has fallen behind,
perhaps because the maintenance of in-
dustrial activity and the high level of direct
foreign investment, especially in the Czech
Republic, have had the effect of preserv-
ing the vocational education and training
system. The rate of enrolment in higher ed-
ucation has risen only a little, for example.
Furthermore, public spending on education
and active labour market measures remains
limited, although Slovakia has recently made
a considerable effort to catch up in the area
of training for the unemployed.
(d) Poland, where public investment in ed-
ucation is close to the European average and
the rate of growth in enrolment in higher
education has been one of the highest; many
reforms have been introduced, but it has
taken a long time for the principal players
to reach a consensus. This has led to some
delay in reform, which is hampered by a
dire shortage of resources from the State and
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(
48) This table is taken from the re-
port ‘Thirteen years of cooperation
and reforms in vocational education
and training in the acceding and can-
didate countries. Addendum’.
(
49) Measured in % of GDP.
Journal EN Nr 33.qxd  23-05-05  14:19  Page 20enterprises in continuing education and train-
ing, particularly against the background of
a serious economic crisis and extremely high
unemployment. Nonetheless, there are nu-
merous initiatives in the area of lifelong learn-
ing, although the resources available for
training the unemployed have reached ex-
tremely low levels. 
(e) Romania and Bulgaria, where results
are lowest in almost all fields. The imple-
mentation of reform is seriously handicapped
by lack of resources. Public spending on ed-
ucation is the lowest, as are rates of partic-
ipation in continuing training. School drop-
out rates are very high. Enrolment in high-
er education has increased appreciably, but
less than in most of the candidate countries.
Despite ambitious reforms, major structural
problems continue to make it hard to mod-
ernise systems and to adapt them to the
needs of the labour market and society. 
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Introduction
Over the last 30 years, a great challenge to
companies has been how modern ICT, or-
ganisational structures, core business goals
and strategies and human resources should
be combined in the emerging new econo-
my to keep or obtain global competitive-
ness. There is wide agreement that, to-
gether with the globalisation of the econo-
my, the rules of the competition game have
changed significantly. Yet scholars have been
struggling to capture the new dimension of
competitiveness in the globalising econo-
my. Only recently have they identified learn-
ing as the ‘... deepest and most general way
to describe the logic of the most advanced
forms of economic competition’ (Storper,
1997, p. 31). The fact that, in a globalising
economy, innovation is becoming the dom-
inant competition criterion puts high de-
mands on the learning capability of indi-
viduals and organisations. Those who are
faster and better in generating new knowl-
edge and putting it into practice can sustain
and improve their competitiveness, as they
can derive the first mover advantage.
Learning is associated with heightened re-
flexivity. Reflexive learning can be defined
as ‘the possibility for groups of actors (...)
to shape the course of economic evolution’
(Storper, 1997, p. 28). Self-reflexivity char-
acterises the capability of actors to deliber-
ately imagine and act on different strategies
(Sabel, 1997). Self-reflexivity, however, is
not possible without structural reflexivity.
Lash relates structural reflexivity to an or-
ganisation form, ‘... where the rules and re-
sources (...) of the shop floor, no longer con-
trolling workers, become the object of re-
flection for agency. That is agents can re-
formulate and use such rules and resources
in a variety of combinations in order chron-
ically to innovate’ (1994, p. 19). The aim
of this article is to identify and understand
changes in the business model, caused by
the emerging new competition game.
Empirical findings
In the following I analyse to what extent
companies in Europe have transformed their
business models into a learning organisa-
tions, including organisational, technical,
cultural, strategic and skill dimensions. Euro-
pean firms, in spite of investing heavily in
R&D, are said to lag behind in terms of pro-
ductivity and innovation because they are
slow in adapting to intelligent ICT use prac-
tices, new organisation principles and chang-
ing skill demands (Womack et al., 1990; We-
instein, 1997). I use empirical findings from
case studies and firm surveys conducted
in the EU Member States (
1) and in the can-
didate countries (
2) (
3). Some general trends
can be identified in company restructuring
practices along with differences. The main
finding is that only a minority of companies
have undertaken a holistic and integrated
restructuring process aimed at improving
their learning and innovation capacity. More
often, companies have introduced isolated
renewal steps focusing on only a single di-
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The growing importance of
learning as the key compe-
tition criterion obliges com-
panies to undertake holistic
and integrated restructuring
to maintain or improve their
market position. Such a re-
newal approach includes a
focus on innovation as a
strategic goal, intelligent use
of modern ICT, development
of decentralised organisation
forms, establishment of a trust-
based business culture and
improvement of human re-
sources. Empirical findings
indicate that companies in EU
Member States and candidate
countries are rather slow in
adapting their business sys-
tems to the new competition
logic. Companies seldom de-
fine innovativeness as their
core goal and they focus more
on technical than on organ-
isational restructuring. Com-
panies in the Member States
seem more sensitive con-
cerning the value of their
workforce than in the candi-
date countries. But improv-
ing human resources cannot
increase the learning capac-
ity of companies significant-
ly if business structures do
not become more reflexive.
(
1) The TSER project Information so-
ciety, work and the generation of
new forms of social exclusion. The
following territories were involved
in the research project: Flanders, the
Republic of Ireland, Lazio (Italy),
Lower Austria, Portugal, the Stuttgart
Region (Germany), the Tampere Re-
gion (Finland) and West-London. A
company survey was conducted in
1999 that contained 800 companies,
100 per territory. The regional/na-
tional samples were structured ac-
cording to company size and in-
dustry. The companies were ap-
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candidate countries seem to be even less in-
volved in holistic restructuring practices than
companies in the member countries.
Research in the Member States
Companies that are faced with increasing
learning competition to stay in business have
to renew their business model by holistic and
integrative restructuring. Such an approach
needs to incorporate a cluster of comple-
mentary changes including a focus on in-
novation as a new strategic goal, the intro-
duction and intelligent use of modern ICT,
the development of new decentralised and
flexible organisation forms, and establishing
a trust-based organisation culture. At the same
time, workers have to acquire new skills and
competences allowing them to participate in
learning and innovation. This also has an im-
pact on companies’ further training activities.
All the elements of the change process are
closely linked and mutually influence each
other, as can be seen in Figure 1.
Empirical findings seem to disprove the
argument that companies are forced to em-
body a philosophy of continuous improve-
ment and innovation. Innovativeness is ac-
tually considered to be the last, not the most
important, strategic goal by companies. A
great majority of companies mention quali-
ty as their key achieving criterion and also
productivity, flexibility and delivery time
seem to be more important as strategic goals
than innovativeness. Of course, achieving
high quality often requires continuous, in-
cremental innovations.
Learning is associated with a new organisa-
tion logic, turning upside down the princi-
ples of the traditional Fordist organisation
model, which is marked particularly by hi-
erarchical deintegration leading to flat hier-
archies and functional integration as mani-
fested in group work and team structures.
The new organisation logic replaces market-
based relationships by more stable network-
based forms of cooperation (Castells, 2000).
The empirical findings suggest, however,
that companies are much more stable than
is assumed in management literature. A greater
number of companies did not engage in any
kind of organisational change and the ones
that did introduced, in most cases, only a
few isolated organisational innovations. It
seems that not many companies have pre-
pared themselves for the logic of the new
competition game based on learning by ap-
plying a holistic approach to organisational
restructuring.
Group work and project teams, subcon-
tracting or geographical relocation, strategic
alliances, downsizing or splitting the com-
pany, and profit or cost centres were in-
troduced slightly more than flatter hierar-
chies or subcontracting networks. But all
those organisational innovations were in-
troduced by fewer than half of the compa-
nies. In general, companies focused more
on internal than on external restructuring.
In about 50 % of all change activities, mod-
ern ICT was considered to be playing an im-
portant role as the driving force of organi-
sational restructuring.
Organisational learning can be supported
effectively by a new computing model, which
focuses on integration as well as knowledge
exchange (Tapscott, 1995). Ward et al., (1990,
see also Sampler, 1997, p. 19) argue that to-
gether with growing technical potential of
modern ICT, a shift has taken place from da-
ta-processing (administrative, centralised
mainframe computing) and management in-
formation systems (MIS) to individual and
office-support on PCs and office systems,
and then to electronic data interchange (EDI)
and inter-organisational systems, organisa-
tion platforms, and network computing.
Our empirical findings suggest that compa-
nies use modern ICT quite extensively and
they increasingly engage in the paradigm
shift towards networked technology. About
half of all companies are using ICT in an ad-
vanced way, while only about one-third of
all companies can be characterised as tech-
nology laggers (
4). There clearly is a trend
from centralised mainframe computing and
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Business restructuring processes in a knowledge-based economy Figure 1
proached either by telephone, in
written form, or in personnel in-
terviews, using a standardised ques-
tionnaire. In addition, 10 case stud-
ies were conducted in each territo-
ry. The response rate varied from
territory to territory from about 25
% to over 50 %. For more informa-
tion, see the final report of the proj-
ect (2002) written by G. Schienstock.
(
2) Here I refer to several publica-
tions that are linked to the research
project Human resources in the con-
text of regional development,
launched by the European Training
Foundation in 2000 (Masson 2002,
and various national reports).
(
3) As research undertaken in the
Member States and candidate coun-
tries was conducted in different proj-
ects, the results are not fully com-
parable.
(
4) The typology used is based on
cluster analysis. The first cluster had
a negative score on the three ICT
variables used in the analysis, name-
ly the use of ICT in office tasks, pro-
duction, and communication. This
cluster is called ‘low use of ICT’. The
second cluster had a negative score
in communication, but a positive
one in office tasks and in produc-
tion, if applicable; it is labelled ‘tra-
ditional use of ICT’. The third clus-
ter, named ‘advanced use of ICT’,
had high scores on all three ICT vari-
ables.
Journal EN Nr 33.qxd  23-05-05  14:19  Page 24isolated computer systems towards network
applications, often with each unit being con-
nected to a central computer. But network
technology is less used by companies to ex-
change data with the outside world.
The survey shows that companies are using
software support for administrative process-
es quite extensively. However, while the
overwhelming majority of companies have
automated their traditional administrative
tasks to a great extent, customer-related func-
tions are less frequently supported by soft-
ware use. Furthermore, most companies have
automated most of their administrative process-
es, indicating the use of an integrated ap-
proach. Automation of manufacturing process-
es is less extensive (
5); it can be found more
in preparatory work phases such as pro-
duction planning and production design than
in the remaining work processes including
the actual treatment of products. Further-
more, nearly all companies have the tech-
nology to engage in electronic communica-
tion. Access to the Internet and the use of
the e-mail are both quite common.
Our conclusion that companies increasing-
ly engage in the paradigm shift towards net-
worked technology is also supported by the
fact that modern ICT is used more as com-
munication and coordination technology and
as a tool to improve quality and to speed
up decision-making than as automation and
control technology.
Flexible ICT-based organisation forms on-
ly represent the pipeline and storage system
for the exchange of information and knowl-
edge; they do not affect this exchange. Firms
have to direct and align perception, un-
derstanding and evaluation of their employees
through a strong business culture to stimu-
late innovation and learning as a new strate-
gic aim. In an organisational culture based
on distrust, knowledge will not be shared
and distributed and interactive learning and
collective innovation processes will not take
place, even if the firm has the most advanced
ICT applied (Davenport and Prusak, 2000,
p. 18). Worker participation in ICT imple-
mentation and organisational restructuring
can be seen as an important indicator of a
trust-based organisation culture. Two-thirds
of all companies practiced such user in-
volvement, which means that a trust-based
business culture was widespread. Caution
is necessary, however, because user par-
ticipation is just one dimension of trust-based
work relationships. Nevertheless, the em-
pirical findings indicate that users became
much more involved in restructuring than
representatives of unions.
Although modern ICT allows increasing cod-
ification of knowledge, a major part of com-
panies’ knowledge, particularly when it comes
to innovation processes, remains tacit and
embedded in the competences, capabilities
and experiences of the workforce. Strong
human capital is crucial to the capacity of
companies to learn and continuously in-
novate. The lack of skilled and experienced
personnel is often seen as a factor serious-
ly limiting collective learning and innova-
tion (Stahl et al., 1993, p. 26). There is a con-
siderable demand for adapting human cap-
ital as learning and innovation becomes a
new challenge; workers can no longer rely
on their traditional work-related skills. In-
stead they have to acquire new skills and
competences such as cognitive skills, social
skills or learning-to-learn competences (Oates,
1998; Sellin, 2002).
There seems to be a great demand for a va-
riety of different skills, such as information
processing, social competences, organisa-
tional and management skills, creativity and
responsibility, while professional skills, prac-
tical knowledge and multi-skilling were men-
tioned less often. However, the majority of
companies indicated a demand for all skill
dimensions. Companies valued information
skills as highly important but the capacity
to work on and analyse a huge amount of
data (cognitive skills) seems more important
than the skills to work with specific tech-
nologies (digital skills). In general, the em-
pirical findings show that there was more
demand for skills referred to as soft skills,
such as social and organisational skills and
work virtues, than for professional and work-
process-related skills.
Increasing demand for new knowledge, skills
and competences associated with the intro-
duction of new products, the widespread
use of modern ICT and organisational re-
structuring causes companies to focus more
on further training. But, in most cases, com-
panies only offer short-term training and
many companies expect their workers to
take care of upgrading their skills and com-
petences themselves. Companies are pre-
pared to give some support but workers
have to contribute significantly by sharing
the financial and time burdens.
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(
5) Here I only refer to those com-
panies for which the respective tasks
are applicable.
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they are difficult to learn in further train-
ing courses; companies are less prepared to
give financial support for the acquisition
of those kinds of skills and competences.
Instead more attention is given to social skills
in the personnel selection process. While
the lack of ICT knowledge is hardly a rea-
son to reject somebody, missing social skills
are more likely to disqualify a candidate.
On the basis of the empirical findings, a dis-
tinction can be made between the following
four techno-organisational systems: low-tech
Fordism, high-tech Fordism, low-tech net-
work organisation and high-tech network or-
ganisation. Companies that belonged to the
low-tech Fordist type had installed little mod-
ern ICT or only less advanced systems and
they had not undertaken major steps of or-
ganisational restructuring. High-tech Fordism
was associated with intensive use of ICT main-
ly to improve control potential, but modern
ICT was also introduced to make rigid or-
ganisational structures more flexible. The low-
tech network form was characterised by in-
tensive organisational restructuring, unsup-
ported by an intensive use of advanced ICT
systems. The high-tech network type com-
bined advanced technology with at least par-
tial organisational restructuring strategies (
6).
Research in the candidate
countries
I have argued that a highly skilled workforce
must be seen as companies’ most important
intangible asset because it has the capacity
to enhance or to support innovation and
learning, the dominant competition criteri-
on in the emerging new economy. How-
ever, empirical findings, despite the varia-
tion in regions, seem to indicate that com-
panies in the candidate countries in gener-
al, and SMEs in particular, had not been
aware of the key role of knowledge, skills
and competences in the emerging new econ-
omy. Only between 40 % and 12 % of com-
panies in a particular region mentioned their
workforce as a major strength of their or-
ganisation (Masson, 2002, p. 1).
There may be different reasons for this; ei-
ther companies did not assign significant
value to the role of their workforce as there
was less demand for new skills and com-
petences, or their workforce is not equipped
with the needed skills and competences. In
the first case, it can be assumed that com-
panies had not adapted to the new learning
and innovation competition, and they could
therefore rely on a less educated workforce.
But it is also possible that companies were
less satisfied with the skill level of their work-
force and saw the low qualification of their
workers as a hindrance in the transforma-
tion phase.
The latter argument is supported by the fact
that companies experiencing an increase in
their market share and strong productivity
growth were concerned about the skills and
competences of their workforce. For highly
dynamic and innovative companies, skill
shortage became a major hindrance factor
for further growth. They seemed to be-
lieve that scope existed to improve the ca-
pabilities and contribution of their current
workforce. In other cases, companies did
not see their workforce as a competitive ad-
vantage because they lacked an innovation-
oriented business strategy. Focusing on a
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Dimensions of different organisation models Table 1
Dimension Low-tech Fordist  High-tech Fordist Low-tech network High-tech network
Use of ICT low or traditional use of ICT advanced use of ICT low or traditional use of ICT advanced use of ICT
Function of ICT control automation communication, organisation communication, organisation
Internal organisational  little organisational restructuring little organisational restructuring group work group work and flat hierarchies
restructuring
External restructuring less intensive less intensive intensive intensive
Main goals quality, productivity, delivery time quality quality, innovation quality, innovation
Market position regional company major international player national company national company, major 
international player
Culture distrust (low rate of  trust (high rate  trust (high rate of  trust (very high rate of 
user involvement)  of user involvement) user involvement) user involvement).
Skill demands slightly more work-related skills  communication skills  slightly more work- communication skills
related skills
(
6) Companies were also subsumed
under the category of high-tech net-
work organisation when they had
only partially restructured either the
vertical or the horizontal dimension
of cooperation.
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traditional work structures, companies were
probably not aware of the huge potential
a highly qualified workforce can offer for
increasing competitiveness through innova-
tion activities.
Furthermore, the empirical findings suggest
that SMEs generally failed to apply a co-
herent renewal approach which would have
integrated the development of innovation
strategies and the technological infrastruc-
ture, the institutionalisation of new organi-
sation forms and the improvement of em-
ployees’ skills and competences. In many
cases, companies that developed their hu-
man resources did so without combining
this with an overall approach towards im-
proving competitiveness in a globalising
economy that also introduces major techno-
organisational changes. The missing context
sensitivity, however, may have reduced the
effectiveness of human resources develop-
ment intervention strategies, as workers could
not use their new skills and competences
effectively.
However, techno-organisational renewal
strategies make little progress if they are not
combined with human resource develop-
ment strategies. In general, companies had
some experience in assessing the skills of
their workforce and identifying skill demands;
they felt less secure, however, in evaluating
future skill needs. But companies did not
seem to examine the skills and competences
of their workforce in relation to the devel-
opment of their innovation capacity and their
overall competitiveness.
There are further indications that compa-
nies in the candidate countries did not val-
ue their workforce as highly as those in the
member countries, and that they felt less re-
sponsible for obtaining and maintaining the
qualification of their workforce. The Euro-
stat CVTS2 survey conducted in 1999 re-
veals a disparity in continuing vocational
training activities initiated by companies be-
tween the candidate countries and the Mem-
ber States. Only an average of 40 % of all
companies in the candidate countries had
organised training, well below the EU av-
erage of 72 %. There were, however, large
national differences: for example, the Czech
Republic and Estonia were close to the
EU average, while Poland and Hungary with
less than 40 % and Romania with about
10 % were far below the EU average (Mas-
son, 2002). That companies in the candi-
date countries felt less responsible for qual-
ifying their workforce is also indicated by
their limited attempts at overcoming the
problem of filling vacancies by training their
workforce more extensively.
In general, training investment concentrat-
ed on more highly-skilled workers and on
those occupational groups with a relative-
ly high stock of initial skills, contributing to
the conservation of functional hierarchies.
In many cases, the aim of additional train-
ing was very limited; further training was
limited to imparting the knowledge to work
with new technical equipment. The fact that
digital competences played a lesser role in
the candidate countries than in the EU mem-
ber states indicates a low penetration of work
processes by modern ICT and more tradi-
tional use of the technology. Furthermore,
management training remains an area of rel-
ative under-investment, which shows that
companies in the candidate countries un-
derestimated the importance of new organ-
isation and management practices for im-
proving their global competitiveness.
Human resources development focused
prominently on job interchange, stressing
the importance of learning by doing, and on
multi-skilling. This priority clearly indi-
cates that the intention of further training
was primarily to increase productivity and
flexibility but not so much to empower peo-
ple to contribute substantially to techno-or-
ganisational renewal processes necessary to
enhance companies’ innovation capability.
From these findings it can be concluded that
human resources development strategies
were not co-ordinated with business devel-
opment strategies, if the latter existed at all.
If companies had aimed at strengthening
their position in global innovation compe-
tition, they would have had to focus on the
improvement of cognitive, social and man-
agement skills, for example.
Firm surveys conducted in several regions
of the candidate countries give a more de-
tailed overview of shortages of various skills
and competences (Polish National Obser-
vatory, 2001; Lithuania National Observato-
ry, 2001; Estonian National Observatory,
2001; Czech National Observatory, 2001;
Hungarian National Observatory, 2001) (
7).
Table 2 shows that regions in the candidate
countries differ significantly in demand for
skills and competences.
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(
7) There are several aspects that
make comparison between the coun-
tries difficult. First, the surveys of-
ten use different categories of skills
and competences. Second, while in
Poland and Estonia the survey cov-
ers only a specific region, the Lithuan-
ian survey covers the whole coun-
try. Third, industrial differences in
the regions are significant, which
has an impact on the demand for
particular skills.
Journal EN Nr 33.qxd  23-05-05  14:19  Page 27Conclusion
It is important to put the empirical find-
ings in both the Member States and the can-
didate countries into perspective. They rep-
resent a snapshot in a continuing transfor-
mation process. Currently, companies are
experimenting with new techno-organisa-
tional solutions to find the most adequate
production model to cope with the new com-
petition logic of a globalising economy. The
initial situation in both groups of countries
is naturally different and the transformation
processes in the candidate countries are
much more complex (Kaukonen et al., 2000).
Some general trends can be identified. The
empirical findings indicate low levels of rap-
id and widespread adaptation to the new
techno-organisational restructuring logic.
Companies in the Member States seldom ap-
ply a holistic and integrated restructuring
strategy, and what is referred to as a learn-
ing organisation seems to be far from real-
isation. This could be because companies
seldom define innovation as their strategic
aim. They often produce standardised goods
for regional demand only, which means that
they are rarely confronted with the new com-
petition scenario. In general, companies fo-
cus more on the technical than on the or-
ganisational dimension of modernisation
strategies. But companies in the member
countries seem to be quite sensitive con-
cerning the value of their workforce. Up-
grading of skills and competences is in-
creasingly defined as the duty of the work-
ers themselves with some support by com-
panies. Improving human resources cannot
increase the learning and innovation capacity
of companies substantially if business struc-
tures do not become more reflexive.
Companies in the candidate countries are
even less prepared to pursue coherent re-
newal which would eventually integrate the
development of innovation strategies and
the technological infrastructure, new or-
ganisation forms and improved employee
skills and competences. They are slow in in-
troducing modern ICT and making use of
its potential for flexibility. Where introduced,
modern ICT seems to be used more often
as automation and control than as commu-
nication technology. In addition, companies
in the candidate countries seem not to val-
ue their workforce as highly as those in the
Member States and they focus more on work-
related skills and less on social skills and
communication skills. The empirical find-
ings show more divergence than conver-
gence between companies in the Member
States and the candidate countries, and even
more between the two groups. This makes
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Skills demands in companies in various regions in candidate countries Table 2
Region South Estonia Lubelskie voivodship  Lithuania North West Bohemia South Great Plain 
(Poland) (Czech Republic) Region (Hungary)**
Professional skills  15 % (main  10 % (work  21 % (work  8 %* technical/ 
skills) experience) experience) professional skills
Technical skills 40 % --- 13 %
Communication skills  20 % 4 % 14 % 12 % 8 %*
Digital skills (computer skills) 13 % 6 % 7 %
Management and supervisory  1 % 9 % (commercial  10 % (ability to  --
competences and business awareness) work independently)
International skills (foreign  20 % -- 12 % -
languages)
Creativity, initiative,  21 % 6 % -- 8 %*
originality
Reliability, motivation,  - 7 % 9 % (honesty) --
honesty
Social skills: teamwork  19 % 3 % 7 % --
ability
Social skills: customer  22 % --- -
serving skills
Ability to learn - 4 % -- -
Problem-solving ability - 16 % 9 % --
The percentages indicate how many of all companies in the sample have mentioned a demand for a specific type 
of skills or competences.
* only skilled workers.
** The figures are not reliable due to a small number of responses
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pany restructuring strategies are increasing-
ly influenced by a new approach triggered
by increasing demand for learning and in-
novation.
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As in other post-communist countries, the
socio-economic changes in the Czech Repub-
lic (CR) induced differentiation in society
and remuneration for work. The economic
and social prestige of education has increased
and the attitudes of the young and their par-
ents to education have changed. The choice
of educational pathway is now being strong-
ly influenced by the desire of parents for
their children to acquire higher qualifica-
tions.
In order to understand the attitudes of the
Czech population, it is important to know
its current educational attainment and the
former factors underlying it. The economi-
cally active population of the CR is charac-
terised by a high proportion of individuals
with upper secondary education (nearly
44 % have ISCED 3 without ‘maturita’ and
over 35 % have ISCED 3 with ‘maturita’).
Another feature is a low proportion of the
labour force with basic or no education (less
than 9 % have ISCED 1, 2) and with tertiary
education (a mere 12.5 % have ISCED 5, 6).
This situation is a result of the post-war de-
velopment of education where a major part
of the population could acquire vocational
qualifications as early as the upper second-
ary level (ISCED 3). General education at
this level (gymnazium) and tertiary educa-
tion (ISCED 5, 6) was limited and vocation-
al training at secondary level (particularly
courses without ‘maturita’) was promoted.
This stifled, to a large degree, the rise in ed-
ucational attainment of the population.
This article is concerned with the change in
attitudes to education in the course of the
transformation of the Czech economy and
society, with young people’s views of the
importance of education and with the fac-
tors affecting their choice in this respect. It
analyses the reasons why the younger gen-
eration’s efforts to attain high qualifications
is not reflected in upward educational mo-
bility and the barriers hindering access to
tertiary education in the CR. In view of the
importance of lifelong learning, attitudes to
continuing education will be analysed, point-
ing to its being underestimated by the young
and adults alike.
Attitudes to education
The long period of social development be-
fore 1989, where ideological attitudes were
preferred over the actual qualities of an in-
dividual, undermined the value of educa-
tion - both for social prestige and in eco-
nomic terms (income failed to reflect edu-
cational attainment). The value pattern in-
terlinking education, capacities and living
standards was severely disrupted (Mate ˇju ° et
al., 1991).
The Czechs’ views of the link between ed-
ucation and success in life have changed
significantly in the course of the transfor-
mation. As ISSP (
1) studies show, in 1992 less
than 31 % of Czechs believed that education
is important for an individual to lead a suc-
cessful life. In 1997 this ‘life success’ factor
was important for almost 61 % of respon-
dents, thus the CR came closer to developed
countries with an average (
2) of 78.8 %. How-
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The importance of education
and its prestige has grown as
a result of the socio-econom-
ic changes after 1989. Howev-
er, the Czech population still
attributes less importance to
education as a success factor
for life compared to more de-
veloped countries. Still, young
people strive for as high a lev-
el of education as possible, the
primary incentive being ex-
pected financial gain. The char-
acteristic features of the Czech
population include a high oc-
currence of ISCED 3 qualifica-
tion, a low proportion of the
labour force with basic edu-
cation (ISCED 1, 2) and with no
education (ISCED 0) and a low
proportion of individuals with
tertiary qualifications (ISCED
5, 6). The 1990s saw a sharp re-
duction in the number of sec-
ondary vocational school stu-
dents and an increase in par-
ticipation in secondary pro-
grammes with ‘maturita’ and
in tertiary education. A further
development of tertiary edu-
cation is hindered by insuffi-
cient capacity in higher edu-
cation institutions. The CR al-
so shows a very low level of up-
ward educational mobility. Par-
ticipation in continuing edu-
cation is lower compared to the
EU and there is weak motiva-
tion particularly among indi-
viduals with lower qualifica-
tions.
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age dropped again (37.7 %), the likely rea-
son being exacerbating problems associat-
ed with social transformation and the slow-
ing down of wage differentiation in relation
to education.
The changes in the perceived importance of
education should be viewed in relation to
the changes in attitudes of the population
during the transformation period. In the first
half of the 1990s (1992-97) the respondents,
expecting rapid positive effects, tended to
stress the importance of many factors, in the
later period (1997-99) there was an oppo-
site trend, which was related to the slow-
down in transformation dynamics. The over-
all change in attitudes was therefore less
marked than it appeared to be at the outset
of the transformation. However, the value
attributed to education has increased more
than any other factor, although it still lags
behind developed countries.
The increased importance attributed to ed-
ucation after 1989 reflects the actual devel-
opment trends in wage differentiation. The
rapid change in wages during this period
established good conditions for differenti-
ation of income. During the relatively short
period of the first half of the 1990s the dif-
ferences in pay between qualifications cat-
egories of the labour force changed dra-
matically. The former levelling of income
was replaced by remuneration driven by per-
formance, responsibility and qualifications.
If before transformation the average pay
of a specialist with a university degree was
barely 1.5 times higher than that of a work-
er with basic education, in 1996 the ratio
was 2.5 to 1, a ratio common in European
countries with a developed market econo-
my.
Large shifts in terms of pay differentiation
on the basis of education no longer occur.
Nevertheless, the existing differences pro-
vide a strong impetus for young people, in
particular, to participate and to acquire as
high a level of qualifications as possible in
initial education.
Current attitudes of young people:
the importance of education for an
individual
The views of young people aged 20-29 were
obtained as part of a study focusing on at-
titudes to education and a professional ca-
reer, undertaken in 2003 using a represen-
tative sample of 2 500 respondents (Burda
et al., 2003).
Of 13 factors, top importance was assigned
by the respondents - regardless of their lev-
el of education - to ambition. Second came
hard work. Only respondents with a uni-
versity degree attributed the same impor-
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Life success factors in the Czech Republic (CR) and abroad Table 1
Success factor Developed  Post- CR 1992 CR 1997 CR 1999 Development in CR 1992-99
countries* communist 1992-97 1997-99 1992-99
countries**
Hard work 71.0 65.6 72.7 71.4 72.5 -1.3 1.1 -0.2
Ambition 76.6 63.6 58.4 73.6 62.2 15.2 -11.4 3.8
Aptitudes, talent 57.2 64.0 57.8 70.4 57.1 12.6 -13.3 -0.7
High level of one's  78.8 56.9 30.5 60.9 38.3 30.4 -22.6 7.8
own education
Knowing the right people 45.8 54.8 48.2 65.2 48.8 17.0 -16.4 0.6
Political connections 20.2 21.9 12.2 35.2 19.8 23.0 -15.4 7.6
Rich parents 20.5 36.7 14.4 34.5 19.4 20.1 -15.1 5.0
Education of parents 30.1 32.2 9.6 26.0 14.8 16.4 -11.2 5.2
Gender 14.2 16.1 9.3 16.6 11.7 7.3 -4.9 2.4
Political views 10.4 12.3 13.8 14.4 11.4 0.6 -3.0 -2.4
Territory, region 6.9 9.6 7.0 6.4 11.0 -0.6 4.6 4.0
Race, nationality 17.6 9.8 4.4 13.2 9.8 8.8 -3.4 5.4
Religion 7.2 8.1 2.3 2.5 3.1 0.2 0.6 0.8
Source: ISSP, 1992, 1997, 1999.
* Australia, Germany (western länder), Great Britain, the USA, Austria, Italy, Norway, Sweden, Canada
** Germany (eastern part), Hungary, Slovakia, Poland, Bulgaria, Russia, Slovenia
Note: sum of the ‘very important’ and ‘essential’ answers in percentages.
(
1) ISSP - International Social Survey
programme
(
2) Australia, Germany (western län-
der), Great Britain, the USA, Austria,
Italy, Norway, Sweden, Canada
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Respondents in other education categories
rated this factor as the fifth, only after ‘apti-
tudes and talent’ and ‘knowing the right peo-
ple’.
Although the respondents did not place ed-
ucation as the main factor influencing suc-
cess in life (
3), they ranked it among the
first half on the list. Most respondents as-
cribe primary importance to personal qual-
ities, ambitions and the capacity to work
hard, which constitute an important con-
dition for making use of the skills acquired
through education and training. The sur-
vey also points to one positive develop-
ment, i.e. that the factors mentioned by
young respondents to be important for suc-
cess in life include own efforts including
education, and do not include factors such
as social background, region where they
live, gender, nationality, political views or
religious belief.
The reasons why young people did not place
education at the top of the scale may be-
come clearer if we consider the data about
unemployment and the requirements of em-
ployers concerning the educational attain-
ment of their employees. While unemploy-
ment clearly decreases along with an in-
creasing level of educational attainment, em-
ployers still tend to recruit mostly individ-
uals with secondary education. This makes
the CR different from the existing EU mem-
ber countries, as employment in the CR is
still concentrated largely in industry and there
is a need for manual occupations. Overall,
the respondents realise that a higher level
of education may save them from unem-
ployment. However, if they lack high am-
bitions and willingness to work hard, they
will not achieve success and a position cor-
responding to their education. The reality is
that many people must take up jobs for which
they are overqualified.
What is it, then, that stimulates young peo-
ple to achieve high qualifications? The fol-
lowing table presents the most important
motivation factors on the basis of the re-
search mentioned above.
It is apparent that the most important fac-
tor, regardless of the respondents’ level of
education, is financial gain. Second by a nar-
row margin comes the ‘interesting job’ fac-
tor. It is also clear that this factor is more of-
ten mentioned by respondents with a high-
er level of education. The least important
motivation factor is family tradition, which
the young people probably see as insignif-
icant. The need to satisfy one’s desire for
knowledge is also at the bottom in terms of
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Assessment of factors important for success in life Table 2
The highest level of education achieved (incl. Students)
Basic Upper Upper Tertiary Total
secondary secondary 
without with 
'maturita' 'maturita'
Be ambitious 2.1 2.1 1.9 1.7 2.0
Be able to work hard 2.1 2.1 2.0 1.9 2.0
Show certain aptitudes or talents 2.2 2.2 2.1 2.1 2.2
Know the right people 2.2 2.2 2.2 2.3 2.2
Have a high level of education 2.5 2.7 2.4 1.9 2.5
Come from a rich family 2.7 2.9 3.0 3.1 3.0
Have parents with a high level of education 3.0 3.2 3.2 3.1 3.2
The area (region) an individual comes from, where he/she grew up 3.3 3.3 3.3 3.4 3.3
Have political connections 3.2 3.4 3.3 3.5 3.3
Gender 3.3 3.3 3.4 3.4 3.4
Race or nationality 3.6 3.6 3.7 3.7 3.7
Political views or convictions 3.6 3.9 3.9 3.9 3.9
Religion 4.2 4.3 4.3 4.3 4.3
Source: Burda,V.; Festová,J.; Úlovcová,H.; Vojte ˇch,J. Pr ˇístup mlady ´ch lidí ke vzde ˇlávání a jejich profesní
uplatne ˇní (Attitudes of Young People to Education and Their Careers), NÚOV, 2003
(
3) The respondents were asked to
assess the importance of the 13 fac-
tors presented in the table accord-
ing to a five-degree assessment scale
(1 = essential, 2 = very important, 3
= important, 4 = not very important,
5 = entirely unimportant). ‘I don’t
know, cannot choose’ was also a
possible answer. The analysis of the
results is based on calculations ex-
pressing an average ‘mark’ on the
five-degree scale. The table shows
the average rating of each factor and
classification according to the level
of education. The lowest figures
mean the highest importance at-
tributed to the respective factor.
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rating from people with tertiary education.
It is clear that young people with tertiary ed-
ucation, unlike their counterparts in the oth-
er education categories, consider addition-
al factors to be important, such as profes-
sional development and developing one’s
talents and capacities.
Changes in the structure of
educational pathways
The pursuit of high educational attainment
is one of the principal characteristics of
the younger generations in the CR. Their in-
tensive interest in education speeded up, af-
ter 1989, structural changes in the education
system. These changes included reduction
of vocational training without ‘maturita’
(ISCED 3B) and promotion of secondary
technical and vocational education leading
to ‘maturita’ (ISCED 3A) with the possibili-
ty of continuing into tertiary education. Par-
ents are willing to pay tuition fees for their
children, which is a factor that contributed
to the establishment of private upper sec-
ondary schools providing courses complet-
ed by the ‘maturita’ examination.
In tertiary education there is continuing so-
cial pressure to eliminate the discrepancies
between the number of applicants and ac-
tual intake. An important role in this respect
has been played by so-called ‘higher pro-
fessional schools’ (ISCED 5B). Since the mid-
1990s they have been a substitute for the
very slowly developing provision of Bach-
elor programmes and made it possible for
thousands of young people to achieve ‘post-
maturita’ education. The development of this
type of education was highly intensive de-
spite the fact that higher professional schools
collect tuition fees. Moreover, the develop-
ment of private higher education institutions
has recently gained in intensity, expanding
the capacity of tertiary education. The de-
velopment in student numbers in ISCED 3
types of education is illustrated in the graph
below.
It is clear from the data above that the pro-
portion of students in vocational courses
without ‘maturita’ has decreased signifi-
cantly, while the proportion of students in
VET courses providing full upper second-
ary education (with ‘maturita’) has increased.
The percentage of students undertaking
general upper secondary education has sta-
bilised after a slight increase in the mid-
1990s at below 20 %. It is apparent that the
choices of the younger generation are af-
fected both by the traditional preferences
of the Czech population as well as those
of employers, and by the pursuit of high-
er levels of educational attainment, i.e. at
least the ‘maturita’ level. The final choice
of educational pathway is then affected by
several other factors.
The dominating reason why students choose
vocational training without ‘maturita’ is their
interest in the particular field (in 23 % of cas-
es), or the prospects of a good job or good
pay (11 % and 6 % respectively). Other rea-
sons can be summed up as the recogni-
tion of inappropriate capacities to complete
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Assessment of study motivation factors (
4) Table 3
What motivates young people to study                                                                                 The highest level of education achieved (incl. Students)
Basic Upper Upper Tertiary Total
secondary secondary 
without with 
'maturita' 'maturita'
Need to satisfy one's desire for knowledge 2.4 2.4 2.2 2.1 2.3
Get an interesting job 1.6 1.6 1.5 1.4 1.5
Develop one's talents and capacities 2.2 2.1 1.9 1.8 2.0
Need to get a diploma, 'maturita' certificate 1.8 1.8 1.7 1.8 1.8
Professional development 2.1 2.0 1.9 1.7 1.9
Family tradition 2.5 2.6 2.6 2.4 2.6
Financial gain 1.5 1.4 1.4 1.4 1.4
Interest in a specific discipline 2.1 2.0 1.9 1.7 1.9
Source: Burda,V.; Festová,J.; Úlovcová,H.; Vojte ˇch,J. Pr ˇístup mlady ´ch lidí ke vzde ˇlávání a jejich profesní
uplatne ˇní [Attitudes of young people to education and their careers]. NÚOV, 2003
(
4) The respondents assessed the mo-
tivation factors according to a four-
degree scale (1 = definitely yes, 2 =
rather yes, 3 = rather not, 5 = defi-
nitely not). The table shows the av-
erage ‘mark’ categorised according
to the level of education. The low-
er the figure, the more importance
is ascribed to the respective factor.
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in the entrance procedure for a ‘maturita’
programme (10 %).
A total of 67 % of students entering ‘matu-
rita’ programmes at secondary technical
schools made this choice because they ‘want-
ed to have ‘maturita’. This is actually a choice
of a higher level of education which facili-
tates both better employment and access to
tertiary education. Other reasons are linked
to the interest in the particular field (40 %)
and good employment prospects (31 %).
Study programmes at gymnazium are opted
for by students who intend to proceed to
higher education. The proportion of these
students is low in the CR (with the excep-
tion of Prague). One of the reasons is that
vocational education is traditionally highly
respected in the CR and that VET courses
with ‘maturita’ are considered to be equal
to academic programmes (i.e. at gymnazi-
um). This is why the CR ranks among the
European countries with the highest pro-
portion of young people in secondary VET
programmes.
While the ‘maturita’ examination certificate
from general (academic) and vocational ed-
ucation makes it possible to apply for ad-
mission to tertiary education, the vocation-
al training certificate from courses without
‘maturita’ does not faciliate this option. How-
ever, the certificate holder may undertake a
two-year ‘follow-up’ course leading to ‘ma-
turita’ and then continue with his/her stud-
ies. In theory this provides for a high degree
of vertical transferability in the education
system. All students who successfully com-
plete basic school can, regardless of what
educational pathway they choose, continue
towards higher educational attainment. In
practice, however, this opportunity is not
fully used because of the selectiveness of
the education system and its limited ca-
pacity, particularly as regards Bachelor and
Master courses.
Educational attainment of parents
and children and their wishes
There are clear expectations within the Czech
population that the level of educational at-
tainment of children should be higher than
that of parents. This is the result of various
surveys comparing information about the
education of the respondents, their par-
ents and about what education they wish
their children to achieve (e.g. Burda et al.,
2003). There is a particularly strong interest
in tertiary education. Hardly one third of the
respondents with basic and vocational ed-
ucation without ‘maturita’ and less than 
10 % of ‘maturita’ certificate holders would
be satisfied with their children achieving sec-
ondary education. All the others think their
children should have tertiary education (see
the bottom line of the tables below).
The following expectations may be inferred
from the average data available: vocational
education without ‘maturita’ should be the
highest educational attainment of a mere 
7 % of the population; 29 % should have
‘maturita’ from academic programmes lead-
ing primarily to tertiary education; and 64 %
should have ‘maturita’ from VET programmes.
According to the parents’ wishes, only 20 %
of the population should lack the opportu-
nity for entering tertiary education, more
than 40 % of parents expect their children
to undertake Bachelor or higher professional
courses and the same percentage goes for
Master programmes.
Parents in the Czech Republic expect the
education system to provide similar op-
portunities to those provided by many ad-
vanced EU countries. The expectations go
beyond the visions set forth in the National
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Proportions of students entering first years of ISCED 3 courses (%) Graph 1
Key: STS with M = secondary technical schools with ‘maturita’
STS without M = secondary technical schools without ‘maturita’
SVS with M = secondary vocational schools with ‘maturita’
SVS without M = secondary vocational schools without ‘maturita’
Note: the year 1996 is not included, since the data are not comparable to other years due to sys-
temic adjustment
Source: Vojte ˇch, J.; Festová, J. Vy ´voj vzde ˇlanostní a oborové struktury z ˇáku ° ve str ˇedním a vys ˇs ˇím
vzde ˇlávání v C ˇR a krajích a postavení mlady ´ch lidí na trhu práce 2002/03 [The development of ed-
ucation and field structure in secondary and higher professional education in regions and the po-
sition of young people in the labour market], NÚOV, 2003.
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tion (white paper) (
5), which envisage an in-
crease in the number of students in higher
education to 50 % of the young population,
with half of them completing their educa-
tion with a bachelor degree.
Educational mobility
The difference between these expectations
and reality has been proved by an analysis
of educational mobility carried out as part
of the SIALS (
6) survey. The likelihood that
a son will achieve a higher level of educa-
tion than his father, or that a daughter will
achieve a higher level of education than
her mother is decreasing and stagnating re-
spectively over the long term in the CR.
This is clear from a comparison of educa-
tional mobility of various age groups. The
CR ranks among the European countries
where this likelihood is the lowest in the
youngest generation (up to 35). While an
average of 35 % of men in the youngest
generation in the countries involved in the
SIALS survey (see graph 2) achieved high-
er education than their parents, the figure
was only 26 % in the Czech Republic. The
data is not much more favourable as re-
gards Czech women in the age group up
to 35, as only 31 % of them had a higher
level of education than their mothers as
compared to the other countries’ average
of 45 %.
Low level of upward educational mobility
has unfavourable effects on the degree to
which human capital in various generations
is being used and the development of tal-
ents that need not be dependent on cul-
tural and educational background of the fam-
ily environment.
Research carried out in 1996 and 1997 (Pru °s ˇa,
Pru °s ˇová, 1997) has revealed that the domi-
nating factor affecting educational attain-
ment of children is their parents’ level of ed-
ucation (this explains 27 % of the variance).
At the same time, the influence of other fac-
tors (cultural, economic) was mediated by
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(
5) National programme for the de-
velopment of education (white pa-
per), Prague, MoEYS, 2001.
(
6) International adult literacy sur-
vey, 1998.
The relationship between the education of the respondent and his/her parents  Table 4
and expected education of the respondent’s child
Education of the respondent
Education of the respondents´ parents Basic Vocational Gymnazium Higher BACH MAG Total
without M with M professional
Basic 40 39 20 1 1 0 1 100
Upper secondary without 'maturita' 12 47 34 3 1 1 2 100
Upper secondary with 'maturita' 9 17 54 11 1 1 7 100
Tertiary 10 12 30 12 7 4 26 100
Total 13 35 38 6 1 1 6 100
Source: Burda,V.; Festová,J.; Úlovcová,H.; Vojte ˇch,J. Pr ˇístup mlady ´ch lidí ke vzde ˇlávání a jejich profesní uplatne ˇní (Attitudes of Young People to 
Education and Their Careers). NÚOV, 2003
Note: 
M = maturita
BACH = bachelor degree
MAG = magister degree
The relationship between the education of the respondent and his/her parents 
and expected education of the respondent’s child 
Expected education of respondents´ child
Education of the respondent Basic Vocational Gymnazium Total No other Higher BACH MAG
without M with M 4 years multi- education professional
annual at tertiary
level 
Basic 1 25 58 7 10 100 28 33 11 29
Upper secondary without 'maturita' 0 11 68 11 10 100 29 35 14 22
Upper secondary with 'maturita' 0 2 66 13 19 100 8 23 19 50
Tertiary 1 0 44 17 38 100 1 5 14 80
Total 0 7 64 12 17 100 17 26 16 41
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high level of dependence of the children’s
educational path on the type of family they
come from (
7) Children at the top of the scale
are 20 times more likely to study at tertiary
level than the children at the bottom of
the scale. Financial considerations do not
constitute the greatest barrier in access to
education. This is evident from the fact that
whereas among the group of children in
higher education there are great differences
between the groups of families with various
levels of education, within those groups with
a certain level of education, family income
does not play a substantial role.
Weak inter-generational mobility in the lev-
el of education is rooted in the approach-
es taken by the Czech education system at
all its levels. The school system has a ten-
dency to reproduce inequality for those from
low cultural and educational backgrounds
rather than levelling it. The reasons include
the nature of admission proceedings to sec-
ondary schools and higher education insti-
tutions and instruction focused on a one-
way imparting of knowledge that is of an
encyclopaedic nature. This requires more
attention to learning at home and favours
children from better-educated and more cul-
tured families. The TIMSS (
8) has revealed
that the differences in test results of children
as young as thirteen can largely be attrib-
uted to the varying levels of education of
their parents (
9). The high level of selectiv-
ity in the Czech education system is increased
by insufficient capacity in higher education
institutions. All these factors stiffen com-
petition in which children from less edu-
cated families lose out.
Attitudes to continuing education
and training
In view of low inter-generational mobility and
limited access to tertiary education one could
expect a high interest in continuing educa-
tion and training. However, the rate of par-
ticipation in continuing education is relatively
low in the CR (around 27 %). It is higher than
in other Central and Eastern European coun-
tries (Hungary has 18 % and Poland 14 %),
but as little as half that in some Member States
(e.g. 55 % in Finland, 42 % in Germany)
(
10). As in other countries, the intensity of in-
terest in continuing education may be attrib-
uted to the individual’s education. However,
the differences are more striking in the CR,
as individuals with the lowest qualifications
(lower secondary education) who face the
most adverse response in the labour market
show far lower interest in education than their
counterparts in the EU.
The willingness to continue with education
and training may also be seen in the degree
of importance individuals assign to what
they learned at school and to what they
gained from practice and further training. As
research revealed (SIALS, 1998), Czechs as-
cribe the same importance to continuing ed-
ucation and skills acquired from practice as
they do to the knowledge obtained at school.
However, for the labour force in EU coun-
tries, continuing education is more benefi-
cial than the knowledge learned at school.
Nearly 27 % of Czech respondents in the
ISSP survey - the largest figure of all coun-
tries under review - stated that what they
learned in initial education is more impor-
tant than what they learned from practice
and through further training. This implies
that, unlike other nations, Czechs do not
consider the benefits of continuing educa-
tion to be so important.
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Upward educational mobility in age groups up to 35, 35 - 50 and over 50  Graph 2
Source: OECD, Education at a glance, 2000
(
7) As part of the survey families were
divided into six types based on ma-
jor factors related to family back-
ground: a static manual workers’
family, ambitious manual workers’
family, non-developed medium fam-
ily, stable medium class family, busi-
nessmen’s family, professionals’ fam-
ily.
(
8) TIMSS
(
9) This accounts for 38 % of the vari-
ance. In EU countries the differences
oscillate between 20 and 30 %.
(
10) Source: Education at a Glance,
OECD, 2002 - the data from Inter-
national adult literacy survey 1994-
98.
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ered to affect professional development more
than continuing education is also reflected
in young people’s attitudes to training while
in employment. Surveys conducted among
the young labour force (Burda et al., 2003)
have revealed that, although the importance
of continuing education for work perform-
ance is generally acknowledged (over a half
of respondents were of this opinion), in re-
ality only a modest proportion of the labour
force takes part in it. Three quarters of the
young economically active population are
not involved in further education at all or
only sporadically. The remaining 25 % spends
less than 12 hours per year to further edu-
cation and training - i.e. not even an hour
per month.
There is a low level of personal motivation
to learn further, as two thirds of young peo-
ple undergoing continuing education do so
at the instigation of their employer. The pas-
sive approach to continuing to upgrade
knowledge and skills is apparent from the
reasons stated for non-participation. A large
proportion of young people believe that
continuing education is not necessary (al-
most 13 % of people with tertiary education
and over 32 % of vocational certificate hold-
ers), or explain they are not involved since
they have not been offered the opportuni-
ty (41 % of individuals with tertiary edu-
cation and 51 % of people with basic edu-
cation). There is stronger motivation among
people with a higher level of educational
attainment and there are also some differ-
ences in favour of women. Groups from the
population with a higher level of education
show both higher numbers participating in
continuing education and training and also
devote more time to these activities. This
appears to aggravate the differences be-
tween the various categories of the popu-
lation classified in terms of education. More-
over, it may be confirmed that those who
believe their knowledge and skills are ap-
propriate are those who most need to en-
hance them.
Conclusions
The attitudes of the Czech population to ed-
ucation appear to be very positive, despite
the lower than average views of education
as a factor contributing to success in life.
This may be illustrated from the substan-
tial increase in the rate of participation in
initial education in the 1990s - in spite of the
limited capacity of tertiary education - and
also from the changed structure of educa-
tional pathways. Young people decisively
tend to prefer secondary education with ‘ma-
turita’ (ISCED 3A) facilitating transfer to the
tertiary level over vocational training with-
out ‘maturita’ (ISCED 3B).
Moreover, the Czech population overly
appreciates the value of initial education and
its importance in terms of employment
prospects; conversely, it underestimates con-
tinuing education and training. Evidence of
this is low individual motivation and a low
rate of participation in continuing training.
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What is Important for Employment Table 5
Continuing training  Both of the same  School more important
and practice more important  importance
France 64.26 31.08 4.65
Italy 56.72 31.30 11.97
Sweden 55.95 35.72 8.32
Slovenia 52.44 37.97 9.59
Norway 51.40 38.45 10.16
Germany (former FRG) 50.98 38.16 10.86
Germany (former GDR) 47.13 42.15 10.73
Cyprus 40.89 47.70 11.41
Spain 32.49 51.89 15.62
Portugal 32.38 50.92 16.70
Hungary 28.30 59.00 12.70
Czech Republic  24.07 49.25 26.68
Source: International social survey programme (ISSP), 1997
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recognise certificates from continuing train-
ing courses to be equal to those from initial
education, which reduces the prestige of
continuing training. Improving the standards
and the rate of participation in lifelong learn-
ing and interlinking initial and continuing
education is a major task for Czech educa-
tion policy.
The Czech education system is very selec-
tive, which can be seen from the low level
of upward educational mobility and the
demonstrable impact of cultural and social
family background on school performance.
Parents hold strong expectations that their
children will achieve a higher level of ed-
ucation compared to them. To ensure that
these expectations will be fulfilled, tertiary
education, in particular, must be substan-
tially expanded and various qualitative meas-
ures must be taken to alleviate barriers to
equal access to education.
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Perception of the importance of continuing education for work performance / Table 6
Attitudes of economically active young population according to educational attainment
In terms of work performance  Level of education
continuing education is: Basic Upper secondary  Upper secondary  Tertiary
without 'maturita' with 'maturita'
Definitely essential 41.5 8.9 26.7 48.6
Rather essential 41.5 31.3 38.8 41.6
Rather non-essential 33 44.3 26.1 9.7 
Definitely non-essential 25.4 15.5 8.4 9.7
Note: In view of the low figures the positive answers were summed up for the basic education category and the negative answers for the tertiary ed-
ucation category.
Key words
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vocational education,
continuing education,
motivation, 
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falling interest
in VET in Slovenia
A historical sketch
Until 1918, the story of VET in Slovenia ran
in parallel to Austria, since most Slovenian
territories belonged to the Austro-Hungari-
an Empire. Not very long ago it was still pos-
sible to hear older people saying how their
grandfathers were trained either by their par-
ents on the self-sufficient farms where they
were born or by master craftsmen in craft
shops. Training opportunities in schools were
quite limited. Those who wanted to prosper
had to travel and work for some years with
different craftsmen before they could open
their own shops and become master crafts-
men themselves. It is possible to estimate
the numbers of trainees based on figures of
industrial and crafts’ workers in the two main
Slovenian regions Kranjska and Southern
S ˇtajerska in 1825 and in 1912, as shown in
table 1.
Between the two world wars, when most
Slovenian territories belonged to the first Yu-
goslavia, vocational training was acquired
both in work and in lower and higher vo-
cational schools, the main ones being com-
mercial, agricultural and craft-industrial. The
number of youngsters in training was rather
small; in the active population in 1931, 61 %
were farmers (Kramberger, 1999, p. 55; 160),
who seldom sent their children to vocational
schools after they had finished compulso-
ry general education.
After the Second World War, Slovenia re-
mained in Yugoslavia as one of the Federal
Republics. In the period before 1990, two
main factors influenced VET. The first was
rapid industrialisation, indicated by the share
of the active population in the agricultural
sector, which fell from 61 % in 1931 to 26 %
in 1971 and to 15 % in 1991. The second
was the communist regime, which aimed to
replace market regulation by planning in all
fields, including employment and education.
According to Tome (1998), the first devel-
opment phase after the Second World War
lasted until the end of the 1960s. Initially
it preserved the old dual system whereby
students went to school two days a week
and worked four days with their employ-
ers. State bodies set standards and regu-
lated the roles of apprentices, schools and
employers. For instance, apprentices were
paid a modest wage and employers had
to employ them on successful completion
of their training, at least for a short peri-
od. There was also a role for the chambers,
which organised the relevant examinations.
However, gradually more and more train-
ing was carried out in the school workshops
and less with employers. As a substitute for
training at work, internship was introduced
in 1968 to ease the transition from school
to work.
In the 1970s the trend towards the expand-
ing role of school-based training continued.
There was a tendency towards the unifica-
tion of secondary education, with an in-
creasing share of general knowledge in vo-
cational programmes and general programmes
aimed at specific qualifications to assist grad-
uate transition to work, not just to further
education. Youngsters were supposed to
start working earlier in their lives and to re-
turn to school later. In the 1980s, when so-
called career-oriented education and train-
ing was implemented, reformers again start-
ed to accentuate training in the real work-
ing environment. However, this did not hap-
pen because school-based teaching did not
provide enough knowledge on which to
base practical training and, since public en-
terprises were sinking into ever deeper crises,
they were economically unable to take on
apprentices. In addition, small private pro-
ducers and craftsmen were not allowed to
take part in training. VET became more
school-based and detached from work en-
vironments than ever before. Nevertheless,
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The article gives an overview
of the development issues of
VET in Slovenia with an ac-
cent on the transition peri-
od. It shows how the dual sys-
tem was gradually replaced
by the school-based one and
the difficulties its reintro-
duction faces. It also shows
that despite the modernising
of VET influenced by EU ac-
cession a shift has been ob-
served in the younger gener-
ation away from vocational
training towards general ed-
ucation that promises high-
er education and greater so-
cial mobility. Several factors
such as the valuation of work,
transition to services, demo-
graphic decline and the net-
work of schools can explain
these trends. The ways VET
can adjust to these changes
are outlined in terms of its
further modernisation, en-
abling the transition to high-
er education, an accent on in-
formation and vocational guid-
ance, and opening up to adults
and immigrants.
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population in vocational schools (Tome,
1998).
Criticism of unified secondary schools came
from different sides. It was claimed that the
quality of general education had fallen
due to the abolition of the general second-
ary school gimnazija. Students were not
prepared well enough to continue educa-
tion at university. At the same time, em-
ployers were dissatisfied with the training
of graduates from secondary schools. One
measurement of individuals in particular oc-
cupations who finished qualification pro-
grammes for these occupations showed a
fall from 38.8 % in 1981 to 34.8 % in 1991
(Kramberger, 1999, p. 63). This indicates the
mismatch between educational qualifications
and job requirements. As a consequence of
these failures, there was gradual reintro-
duction of gimnazija and the dual VET sys-
tem, focusing on the needs of small private
entrepreneurs, from the late 1980s. This was
the VET situation when Slovenia gained its
independence in 1991.
In summarising VET developments in the 45
years after World War II, there was a ten-
dency to move away from the dual system
in which private employers played an im-
portant role. This was understandable be-
cause the private sector of small producers
was marginalised by confiscation of private
property, administrative barriers to private
entrepreneurship and the growth of state-
owned industry. Relatively simple produc-
tion technology was used in new industri-
al plants, involving mainly unskilled and se-
mi-skilled jobs for which little training was
needed. The impression was created that
the limited skills required for these simple
industrial jobs could either be acquired in
school workshops or at work when new em-
ployees were recruited. School-based VET
was also simpler to organise, easier to plan
and cheaper for both the State and enter-
prises than the dual form.
VET in the transition period
Reshaping through legislation
In the first years of transition, the distinction
grew between general and vocational edu-
cation and training. Finally, this was codi-
fied in 1996 in the new education law
(www.mszs.si/eng/). The key characteristics
of the newly established system are high
centralisation and a greater choice of edu-
cation and training opportunities. As shown
in Figure 1 there is, on the one hand, a gen-
eral school gimnazija preparing students
for university studies and, on the other,
the dual system providing training for the
different vocations needed in small craft
workshops and industry. In between, one
can chose vocational gimnazija, technical
schools and school-based vocational train-
ing. In addition, after completing four years
of secondary education it is possible to con-
tinue to study at the new vocational high
schools (The Education, 2000). This may
seem an over-abundance of choices for a
small country in which the annual cohort of
youngsters counted over 30 000 two decades
ago, and has these days fallen to below 20
000 (SO, 2003).
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Number of industrial and crafts’ workers in Kranjska and Southern S ˇtajerska in 1825 and 1912 Table 1
REGIONS 1825 1912
Kranjska 6 633 36 230
Southern S ˇtajerska 22 702 42 333
Source: S ˇorn, 1974
Distribution of the active population in Slovenia according to industrial sectors in the period 1931 - 2000 in percentage Table 2
1931 1971 1991 2000
Agricultural 61 26 15 11
Industry 21 34 45 38
Services 18 40 40 51
Source for 1931 and 1971: Kramberger, 1999, p.160
Source for 1991 and 2000: Ignjatovic ´, 2002, p.180
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nership-based dual system, which had cel-
ebrated its comeback already before the end
of the 1980s. This happened for three in-
terlinked reasons:
❑ the strong influence of German and Aus-
trian education and training traditions;
❑ nostalgia for the lost dual system in place
before, and in the first period following, the
Second World War;
❑ the increasing influence of the private
sector, especially small entrepreneurs and
craftsmen, who demanded it through their
Chamber of Crafts.
Curricular reform started in 1996 (Izhodis ˇc ˇa...,
1996). It was aimed at modernising teach-
ing programmes, including the introduction
of modern teaching approaches and im-
proved adjustment to labour market needs.
Unfortunately, vocational education and train-
ing did not change much. The reform only
confirmed the ‘double duality’ of VET, mean-
ing that dual programmes, combining train-
ing at employers with teaching in the school,
and school-based ones, with the accent on
teaching in the classroom and training in the
school workshop, run parallel. The model
for both types of programme has been strong-
ly influenced by generalists, with the ef-
fect that in dual vocational programmes ap-
proximately 18 % of the time is devoted to
so-called general subjects and approximately
15 % to vocational theory; in school-based
programmes the respective split is 29 % and
28 % (Mavsar, 1998; Izhodis ˇc ˇa..., 1996). The
criticism of vocational schools has been that
they represent gimnazija at its lower point,
where training for vocational competences
is rather weak. In addition, teaching meth-
ods have not changed significantly.
The European dimension
Slovenia became a candidate for EU mem-
bership in the mid-1990s. This demanded
certain adjustments in economic, social and
political fields. As a consequence, an im-
portant part of two Phare programmes (Phare
MOCCA, 2000) starting in 1998, aimed to
evaluate and develop vocational training and
adult education. A critical review of VET
conducted by several Slovenian and foreign
experts, guided by the European Training
Foundation (ETF), revealed that:
❑ education and training in Slovenia, in-
cluding VET, were too centralised and reg-
ulated in detail at national level. VET re-
sponsiveness to employers’ needs was quite
low and the related adjustment time too long;
❑ VET programmes remained very tradi-
tional and composed of three blocks: gen-
eral subjects such as mathematics, physics,
foreign and mother languages, history and
geography; vocational subjects providing
knowledge in specific vocational fields; and
practical training in school workshops and/or
with employers. These blocks were poorly
linked. The structure of curricula and frontal
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essary integration of knowledge or the de-
velopment of either key or occupational
competences, such as an ability for prob-
lem-solving, communication and learning
skills. This offered low motivation for 
learning;
❑ VET programmes were prepared pri-
marily for the young and not adjusted to
adults, who could rarely afford to go to school
without a break for three or more years.
In addition, the knowledge and skills ac-
quired outside formal education were not
recognised either publicly or in the school.
❑ although the dual and school-based pro-
grammes led to the same vocational quali-
fications, graduates acquired different knowl-
edge and competences on their completion.
One immediate result of the VET evaluation
was that the Ministry of Labour, Family and
Social Affairs put together a group of experts
who prepared the Law on National Voca-
tional Qualifications (Zakon..., 2003), passed
by parliament in autumn 2000. The purpose
of this law is to determine the procedure for
developing and verifying national vocational
standards and, in particular, to enable pub-
lic recognition of informally and non-for-
mally acquired knowledge and skills for
those individuals who meet such standards.
National vocational standards also serve as
a basis for preparing VET programmes. Two
paths to the same qualifications are opened:
formal education and training in school, or
in the dual system, and certification of pri-
or knowledge. Since VET programmes are
usually prepared on the basis of more than
one vocational standard, individuals with
certain publicly recognised qualifications can
bring them to school where they should be
recognised if they are included in the prospec-
tive VET programme. Similarly, knowledge
acquired in school should be taken into ac-
count in the process of certifying national
qualifications if students leave a programme
prematurely. However, certified qualifica-
tions do not automatically lead to higher ed-
ucational grades; for this, some education
in school, with the accent on general edu-
cation, is needed.
Implementing the Law on National Voca-
tional Qualifications took two years, partly
because several new institutions were need-
ed to make it work and partly because ef-
forts were undertaken to settle the cost is-
sues raised by employers and trade unions.
In 2003 the system was made fully opera-
tional, meaning that a greater number of
new occupational standards were accepted
and the first national qualifications certified
and awarded in fields such as pharmaceu-
tical processing, home care and specialised
farm production.
Another effect of the evaluation by the Phare
MOCCA Programme was that the National
VET Council decided to prepare new guide-
lines for developing VET programmes, which
were accepted in autumn 2001 (Izhodis ˇc ˇa...,
2001). The new Guidelines demand signif-
icantly different curricula planning and teach-
ing for VET. The four main changes are as
follows:
❑ opening up of curricula so that approx-
imately 20 % of VET programmes should be
left undefined at the national level, to be
elaborated by schools themselves in col-
laboration with their regional and/or branch
partners. The aim is to adjust programmes
to employers’ needs while keeping certain
common standards, and to let them change
more quickly without time-consuming pro-
cedures at national level;
❑ provision of integrated knowledge and
skills to enable students to develop the com-
petences needed for problem-solving in re-
al work and life situations. This includes
leaving the model of subject-structured cur-
ricula with the aim of creating a number
of learning situations in which practical train-
ing and theoretical education and explana-
tion are given simultaneously. This is ex-
pected to motivate those students not mo-
tivated for frontal lecturing in the classroom;
❑ modularisation of teaching programmes
to provide one module for each vocational
standard that a programme is based on. Mo-
dularisation should enable students, espe-
cially adults, to undertake step-by-step ed-
ucation, to enter and leave a certain pro-
gramme without losses, to combine mod-
ules, to certify knowledge acquired in school,
to bring certified qualifications into pro-
grammes and later continue education, etc;
❑ abolition of the differences between pro-
grammes used in dual and school-based sys-
tems. Standards should move closer to the
dual system, which has a greater accent
on practical training.
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from easy. Two main obstacles have been
encountered. The first is the lack of knowl-
edge and experience with modularisation
and alternative non-subject-structured cur-
ricula planning. It is easy to modularise pro-
grammes in terms of breaking them up in-
to smaller parts. However, if these parts are
to give students certain rounded compe-
tences that can be used in real work situa-
tions before the whole programme is fin-
ished, the task becomes much more diffi-
cult, and organising the teaching process
more complicated. It is even more difficult
and unusual to merge traditional subjects in-
to problem-structured curricula. If this is
done, then teachers would have to change
their traditional way of teaching. In addition,
if schools are to elaborate the 20 % of their
programmes they need the cooperation of
partners, who are not well profiled in all the
regions. They also need greater autonomy
than provided in a highly centralised system.
To overcome these difficulties, a special de-
velopment programme for implementing new
guidelines was launched by the Ministry of
Education, Science and Sport. Several groups
of Slovenian and foreign experts, in collab-
oration with school centres, focused on spe-
cific development issues. By the end of 2003
the first two programmes were reformulat-
ed and proposed to the National VET Coun-
cil: glass workers and car servicing.
The second obstacle is even more deli-
cate. There has been strong opposition from
generalists who claim that the new approach
sacrifices general and reflective knowl-
edge in favour of functional skills and com-
petences, which change quickly and do not
enable students to continue their education
(Murs ˇak, Vidmar, 2001). Their campaign
against the new guidelines is quite strong,
although for the moment the change in
the VET system only applies to the three-
year vocational programmes and leaves the
four-year technical programmes almost
untouched. It is difficult for the critics to ac-
cept the argument that young people en-
rolled in VET programmes have relatively
low motivation for general subjects and that
general knowledge could be better conveyed
in the form of key competences (Key Com-
petences, 2002) and by means of problem-
solving, role-playing or other integrated meth-
ods. It seems that teachers of general sub-
jects are afraid of losing their jobs and even-
tual retraining.
Recent trends
Alongside endeavours to reform VET in line
with changing labour market demands and
experiences in developed EU countries, fig-
ures showing interest in VET and enrolment
in VET programmes are far from encour-
aging. Throughout and after the 1990s a
shrinking proportion of young people has
been going to vocational and technical schools
and the trend towards enrolment in gener-
al education has been strengthened, as shown
in Table 3. Vocational schools are cutting
the number of groups/classes and they re-
cently started to reorganise teaching so that
they merge groups of students enrolled in
different programmes when they have the
same or similar lectures in the schedule. The
problem is increasing, especially because
the network of vocational schools is rela-
tively dispersed. The Ministry of Education,
Science and Sport hesitates to close down
or merge non-viable schools because it would
lose the support of local authorities.
There may be several reasons for the shift
away from vocational training. Some seem
to be quite profound and difficult to influ-
ence significantly by any policy measures.
The first is the low value placed on manu-
al occupations, which is deeply embedded
in the culture. This has not changed much
since ancient Greek times. The influence of
Protestantism in Slovenia was fairly weak
and the socialist period merely entrenched
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Changing structure of students in secondary education in Slovenia in the 1990s  (in percentage) Table 3
Type of school 1995/96 1999/00 2002/03
Gimnazija - general 21.7 32.5 36.2
Technical school - 4 years 36.3 29.8 32.8
Vocational sch. - 2-3 years 42.0 37.8 30.9
Source: Cek, Vranjes ˇ, 2003)
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children, ‘If you do not learn you will have
to work!’ This has not changed in spite of
the new technologies applied in several oc-
cupations, which make work easier and more
interesting. In 1968, the highly skilled work-
er took 9th place in terms of prestige scale
among 14 occupations, the craftsman 11th
and the unskilled worker the last place (Tos ˇ,
1997). The situation 27 years later is no bet-
ter. Among 22 occupations, the skilled work-
er earned 19th place, the unskilled worker
21st and the salesman the last. Only the po-
sition of a craftsman has improved, now
ranked in 13th place (Tos ˇ, 1999). One-third
of parents think that vocational schools have
low prestige (C ˇaks ˇ, 2001), while teachers
who have a strong influence on children’s
educational careers probably have similar
opinions.
The second factor is intergenerational up-
ward mobility, for which formal education
offers one of the best possibilities. Nearly
all research on the influence of education
on incomes, property, standard of living,
prestige, etc. reveals a positive correlation
(Quality of life in Slovenia, 1996). It is un-
derstandable that young people, as well as
their parents, want to move up the educa-
tion ladder. This is why graduates of lower
vocational schools want to continue at mid-
dle ones, and graduates from these schools
want to go on to higher vocational schools
and universities. The role of formal educa-
tion as a channel of upward social mobility
was particularly strong in the socialist peri-
od when entrepreneurship was no alterna-
tive due to the ideological and administra-
tive barriers.
One consequence of upward mobility is that
jobs at lower levels of the occupational scale
are taken by immigrants and marginal groups,
becoming even less popular. Many occupa-
tions of this kind in Slovenia can be found
in construction, mining and public utilities
(ESS, 2003). The local population’s interest
in training in the respective programmes is
very low and they are taken mainly by the
children of immigrants and those with low
learning abilities.
The third factor gained momentum in the
period of transition. The Slovenian econo-
my, which used to be highly industrial, is
changing into a service economy. From 1991
to 2000 the share of the working population
in agriculture and industry fell while the
share of the working population in servic-
es rose, as shown in Table 2 (Ignjatovic ´,
2002, p.180). This change is associated with
the breaking up of several companies in the
metal, textile, wood-processing and other
industries. This has given a strong signal
to the young and their parents on which
schools not to chose. Vocational programmes
leading to technical qualifications in the tex-
tile, leather, metal and similar industries are
therefore losing students, while those lead-
ing to service qualifications such as hair-
dressers, salespeople and administrative
workers remain attractive. It should be point-
ed out that the reaction of young people and
their parents is usually too strong and uns-
elective. Therefore, the remaining jobs in
the restructured industries, which may still
offer good career opportunities and inter-
esting work, are usually overlooked.
There is also the influence of the growing
labour market and employment flexibility.
Vocational training has frequently been
described as too narrow and specialised pro-
viding a weak basis for mobility between
jobs in the turbulent labour market. There
is a prevailing opinion that general educa-
tion gives individuals better opportunities
for alternative careers when the existing ones
disappear.
On the supply side, an important factor in-
fluencing the shrinking interest in vocational
training is demographic decline. The num-
bers of young people entering secondary
education fell by 13 % in the period 1995/96
to 2000/01 (Cek, Vranjes ˇ, 2002). Because the
supply of education and training programmes
has not changed significantly and the num-
ber of teaching places has not dropped, the
competition for students is being won by
the more prestigious gimnazija. Young peo-
ple who could not have aspired to enrol-
ment in such a programme before, suddenly
have the chance. Because of this trend,
the quality of the gimnazija programme has
been affected and vocational schools have
been emptied more than necessary. Public
intervention against the aspirations of the
young and their parents is considered very
delicate, if not impossible.
The dual system as part of VET has also not
attracted as many students as expected.
Although intended to become the dominant
form of vocational education and training
(Medves ˇ, 1999), this has not happened. It
was planned in 2000 that 36 % of all VET
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tem. However, the figure was just 11 % in
the 2001/02. The reasons for this situation
were not the lack of VET programmes and
lack of training places offered by employ-
ers. In 2000 there were only enough candi-
dates for 19 programmes out of the 29 pos-
sible. In 2001/02 only about 40 % of offered
training places were filled (Meglic ˇ, 2003).
According to Meglic ˇ (2003), one reason the
dual system has not met expectations is com-
petition from school-based education. Since
students can acquire the same qualifica-
tion through both routes, schools deliber-
ately discourage them from opting for the
dual system. In the school-based track there
is more time for teaching in the classroom
and thus there are more jobs for teachers.
If general schools successfully compete for
students with vocational ones, then voca-
tional schools focus their competition on the
dual system.
There may be other reasons:
❑ 20 % of parents think that the options to
continue education after the dual path fin-
ishes are worse than if taking the school-
based approach (C ˇaks ˇ, 2001). This is not
true because, in 2002, 56 % continued with
their education and only 30 % decided on
employment (Meglic ˇ, 2003);
❑ some employers could be hesitant to
take on trainees because they are afraid of
wasted investment if graduates seek to con-
tinue education rather than work;
❑ although the government and the Cham-
ber of Crafts have agreed on sharing train-
ing costs in the dual system, this issue has
been raised several times by the employers.
This indicates that employers consider their
share as not being justified;
❑ it could be that VET programmes in the
dual system lead to even less popular oc-
cupations than school-based ones. These
may include traditional occupations such as
watchmakers, goldsmiths, stove makers and
similar;
❑ a number of small employers are spe-
cialised and their work environment does
not provide any good opportunities for train-
ing. This is why they are not eager to offer
training posts and trainees do not want to
be trained there.
Discussion points
It seems that the trends towards higher ed-
ucation levels and towards service occu-
pations are very strong. They are not only
supply- but also demand-driven. The edu-
cational structure of the active population
in Slovenia is low compared to the educa-
tionally more advanced EU countries. In
2002, only 17 % of the working-age popu-
lation (15 - 64 years) had a tertiary (ISCED
5-7) education (Cek, Vranjes ˇ, 2003). Slove-
nia’s most important economic partner Ger-
many had 23 %, while the Nordic countries
and Ireland had significantly better (www.oecd.
org/edu/eag2003). Similar differences could
be observed in the Eurostat data (2002). The
higher the education, the lower the unem-
ployment rate (ESS, 2003). If the Slovenian
economy wants to compete successfully with
others, its workforce must be able to receive
and work effectively with the most advanced
technologies and provide for effective or-
ganisation of economic and social life. The
shift from industrial to service occupations
also seems natural. VET should take these
trends into account and can only adjust to
them.
VET schools have always received students
with lower school achievements, less mo-
tivated for, and with lower abilities in, ab-
stract thinking and theory. They are more
inclined to experiment in different work and
life situations. The greater the share of a gen-
eration going to general programmes, the
more selected the students of VET schools
will be in this respect. It is very important,
therefore, to speed up the described reforms
in order to help VET students to achieve bet-
ter results.
Irrespective of the general trend to more de-
manding jobs and higher levels of educa-
tion, some occupations at the middle level
of proficiency will still be needed. Among
those some traditional ones, goldsmith, straw
roof thatcher, gardener, sweets baker, etc.,
will be needed in the tourist industry if
not to meet the population’s everyday needs.
New ones are also emerging, such as a home
care provider and the maintenance of audio
and visual equipment. The Chamber of Crafts
has started a campaign in cooperation with
the Ministry of Education, Science and Sport
to make these occupations more visible, to
show their interesting sides to potential stu-
dents and to inform them of employment
possibilities. The Ministry of Labour, Fami-
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tablishing a permanent professional group
to work on anticipating and developing new
occupations.
A good response by the VET system to this
trend to higher education is to make transi-
tion as easy as possible. Such is the case
of the so-called 3+2 system. Students who
complete a three-year vocational programme
can continue with technical education in the
following two years, and a great many vo-
cational graduates take up this option. Another
possibility for upward mobility is offered by
post-secondary vocational schools, which in
2001/02 enrolled more than 6 000 students
(Cek, Vranjes ˇ, 2003). If these students take
the vocational maturity exam some univer-
sity programmes are also opened up to them.
In light of the upward mobility trend and
reducing young population, a lack of labour
is expected in a few years’ time. This will
be especially felt in occupational labour mar-
kets. The Employment Service of Slovenia
already issues about 40 000 work permits
per year for those working in the construc-
tion industry and public utilities (ESS, 2003).
The increasing number of immigrant work-
ers will pose a special challenge to VET
schools. They will need not only vocation-
al skills but also a number of other key com-
petences in order to participate in public life
and to integrate with society.
VET schools are also expected to make a
special contribution to lifelong learning. They
will have to open up to the domestic adult
population, not only to immigrants. This of-
fers a chance to compensate for the loss of
young students. However, the approach and
teaching methods should then also change.
Modularisation of programmes and more in-
tegrated problem-focused teaching are just
two of the changes required. The possibil-
ities of this training are confirmed in post-
secondary vocational colleges, where near-
ly two-thirds of students are adults (Cek,
Vranjes ˇ, 2003). Offering courses to the un-
employed is another example.
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Professional teacher training and the status
of the teaching profession are currently a
serious problem in Latvia.
One of the most important factors in de-
termining the quality of education is teach-
ers’ work, their initial and further education
and their status and conditions of work.
Modern society sets a very significant aim
for education: to prepare students for their
future life and lifelong learning, so that they
acquire knowledge, skills and competences,
which will ensure their personal and so-
cial well-being. Achieving this goal should
be guaranteed despite the changes taking
place in society: introduction of new tech-
nologies; increasing numbers of students
representing different ethnic groups learn-
ing together at the same school; the increase
in negative behaviour (drugs, etc.).
Universities continue to want more highly
educated school graduates. This runs con-
trary to the situation of higher education be-
coming a more mass-scale phenomenon,
i.e., a constantly increasing number of school
graduates applies to study at higher edu-
cation institutions.
Thus society’s demands of the school sys-
tem, and ultimately of teachers’ work, are
increasing, as is the scope of the teacher’s
responsibilities. It is the teacher who has to
implement new obligations and reforms,
with appropriate support from educational
institutions and their administrations. There-
fore, teacher education, opportunities for
professional development and improvement
in working conditions are also very impor-
tant. This article is mainly devoted to teach-
ers’ initial education.
Data show that the majority (75 %) of teach-
ers in Latvia considers that society does not
value their work, and 45-48 % would be pre-
pared to change their profession if they could
(Geske, 2000). Many head teachers complain
about the shortage of teachers in one sub-
ject area or another.
But average statistical data on the number
of school pupils and teachers in Latvia (the
ratio of pupils to teachers is approximately
10:1) and on graduate teachers (Global
Education Digest, 2003), and especially de-
mographic indicators concerning the re-
duction in class numbers, suggest that there
ought not to be a shortage of teachers.
This data should not be grounds for pre-
mature opinions or decisions to cut down
significantly on initial teacher training. Un-
fortunately, however, the number of state-
financed places allocated by the Higher Ed-
ucation Council (AIP) and the Ministry of
Education and Science (IZM) for first-degree
courses entitled ‘Teacher education and sci-
ence of education’ have been reduced sig-
nificantly (by 23 %) in the last two years.
The only reasonable grounds for a budget
reduction would be accurate observations
on the necessary numbers of teachers in spe-
cific stages of schooling, particular sub-
jects and groups of subjects in Latvia as a
The Bologna
Declaration and
professional teacher
training in Latvia 
VOCATIONALTRAININGNO33 EUROPEANJOURNAL
Cedefop
49
Andris
Kangro
Dr. phys., Dean of
Faculty of Education
and Psychology,
University of Latvia
This paper examines teacher
education in Latvia and ways
of developing it in the con-
text of the Common European
Educational Area (the Bologna
process). It examines current
models of teacher education
in universities and other high-
er education institutions, as
well as ways of developing
these in different types of
higher education institutions.
It demonstrates the advan-
tages of the integrated teacher
training model over the con-
secutive model, with respect
to teacher training that re-
sponds to current demands.
The paper analyses the way
in which both of the main
models are used from the per-
spective of the state and the
academic traditions of vari-
ous types of higher-education
institutions. It examines the
employment of graduate teach-
ers and other factors that char-
acterise the work and status
of teachers in Latvia. It dis-
cusses appropriate education
policy measures in teacher
training.
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account the existing age and educational
profile of the teaching workforce, staff changes,
etc. This type of analysis has not, howev-
er, been carried out by the IZM. It has not
taken advantage of precise statistics by us-
ing either the school or teachers’ registers
kept by the Latvian Education Information
System (LIIS) or the information systems
of higher-education institutions, to analyse
the current situation of teacher training, the
employment of graduate teachers and whether
or not they remain in the profession.
In place of comprehensive analysis and prog-
nosis, it is argued that graduates of teacher-
training courses do not take up employment
in schools. By way of justification,  the IZM
cites only the number of ‘new teachers’, that
is, the number of graduate teachers who
have just left higher-education and take up
work in schools as of 1 September - the first
day of the new school year - in the same
calendar year. Furthermore, this statistic
includes only the number of those studying
with state support, even though over 50 %
of students on professional teacher-training
and all higher education courses in Latvia
pay for their own part-time or full-time stud-
ies. This concept of the ‘new teacher’ was
already used in Soviet-era statistics, when
these new specialists were centrally appointed
to workplaces. It has long since ceased to
correspond to reality, if only because the
majority of full-time students drawn to the
teaching profession begin working in schools
while still in their final year(s) of study, and
so, apparently, are not included in this ‘new
teacher’ status after receiving their teaching
diploma. This leads to the false conclusion
that very few graduates of professional teacher-
training courses take up employment in
schools. 
The information technology introduced in-
to the Latvian educational system allows a
more accurate survey to be carried out and
reveals that of those completing full-time
professional teacher training courses, almost
half immediately begin work in schools. Fur-
thermore, if we also take those completing
part-time professional teacher-training cours-
es, we find that 70 % to 75 % of professional
teacher-training course graduates work in
schools. These data actually refer to the
University of Latvia in 2002 and 2003. It is
difficult to imagine that the situation in the
other higher-education institutions in Latvia
is very different.
These indicators are not, of course, partic-
ularly high. Nevertheless, they equal or
exceed the relevant indicators for many oth-
er professions both in Latvia and through-
out the world. In Latvia, growth of these in-
dicators is hampered by the still relatively
low level of teachers’ pay, overwork, work-
ing overtime, lack of satisfaction with time
restraints which result in work being left un-
done, the strict requirements for the teach-
ing profession, which the majority of our
teachers are aware of, etc.
There is currently a great shortage of teach-
ers in many European countries and else-
where. In Latvia, students graduating from
professional training are invited to go and
work in England, Austria, Germany, the US
and other countries once they have obtained
their teaching diploma. This sort of situation
- namely the development of a significant
shortage of teachers - cannot be allowed to
occur.
We cannot allow the issue regarding teach-
ers in Latvia to be resolved superficially,  ei-
ther in a quantitative sense (which we have
discussed above) or in a qualitative sense.
It certainly cannot be said that, with re-
gard to professional qualifications, teachers
in Latvia lag behind their colleagues in oth-
er countries. The comparative internation-
al research we have carried out indicates
that teachers in Latvia are well prepared pro-
fessionally and carry out their jobs to a high
standard, despite the relatively poor fund-
ing of training. To cite just a few exam-
ples, the results in 2003 of the IEA (Inter-
national Association for Evaluation of Edu-
cational Achievement), Progress in inter-
national reading literacy study (PIRLS) and
several previous studies (IEA TIMSS1995,
IEA RLS) show that our primary-school teach-
ers are working to a very high standard:
an international comparison shows that pupils
achieve averages of good and excellent in
reading, mathematics and natural sciences
(Mullis, 2003; Geske, Grīnfelds, Kangro,
1997).
However, today’s teaching profession faces
an increasing number of demands and teach-
ers have long since ceased to be solely ex-
perts in their subjects. Today’s teacher is re-
quired to do more than merely impart a giv-
en amount of knowledge of a given subject
to a pupil and test how accurately the pupil
has absorbed that knowledge. Rather, a
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learning opportunities - ‘teaching how to
learn’ - both at school and throughout life,
and also to help the pupil acquire many oth-
er life skills. These many duties and skills
are reflected in the draft standards for the
teaching profession, drawn up this year in
Latvia. Teachers are constantly being faced
with new challenges as a result of changes
in the family, the labour market, value sys-
tems, the unprecedented swift growth in
new knowledge and its continual updates,
new technologies, globalisation, multicul-
turalism, etc. 
We must, therefore, pay greater attention in
particular to the existing teacher training
in our universities and other higher-educa-
tion institutions. This is especially important
now, given the planned restructuring of study
programmes in Latvia and other European
countries. The question is, in what way should
professional teacher training programmes
be improved, and how should they be struc-
tured?
Models of teacher training
There are two main categories that charac-
terise the structure of teacher training in
Europe and elsewhere in the world (Busch,
2002; Buchberger et al., 2002; Galton, Moon,
1994, etc.):
❑ integrated / concurrent;
❑ consecutive.
A more detailed analysis also reveals four
models; the integrated and concurrent mod-
els can be analysed separately, and a fur-
ther model, based on modular courses tak-
en in a sequence freely chosen by the stu-
dent, can be added. In such a case, we now
have the following structure:
❑ integrated;
❑ concurrent;
❑ consecutive;
❑ modularised.
We shall examine these models in detail be-
low, but shall begin the analysis by refer-
ence to the two terms integrated and con-
secutive.
The comparative advantages and disadvan-
tages of these two broadly used models have
been the subject of analysis and discus-
sion for several decades already (Galton,
Moon, 1994, Buchberger et al., 2002). This
discussion has recently come into the main-
stream again in European countries and
throughout the world, and significant re-
forms are under way (see, for example, pre-
vious references and also A new system of
teacher education, 2000, and Z ˇelvys, 2001),
One of the stimuli for the discussion on the
quality of education, educational reforms
and particularly the reform of teacher train-
ing has been provided by the results of
the OECD Programme for International Stu-
dent Assessment (PISA) and the resulting
discussion in many countries. See, for ex-
ample, the report of the Chancellor of the
Federal Republic of Germany to the Bun-
destag (Schröder, 2002; Knowledge and Skills
for Life, 2001).
Under the integrated model, the various
study components - the academic (subject-
specific), pedagogical, psychological, pro-
fessional, etc. - are combined. In the con-
secutive model, the student first takes his
or her bachelor’s degree in a particular area
and in the next stage of study (this could
be a master’s degree), makes the choice
to become a teacher and obtain the nec-
essary knowledge and skills (pedagogy, sub-
ject methodology, teaching practice, etc.).
It follows that in the case of the consecu-
tive model, the bachelor’s degree course
(e.g. physics, history, English philology, etc.)
is not essentially very linked to the teach-
ing profession.
In the consecutive model, therefore, the
student first obtains basic knowledge in a
particular subject (to first degree level) and
then knowledge of how to teach that sub-
ject to school pupils. Legal requirements
for the length of a teacher’s higher educa-
tion (four to five years), as in most coun-
tries, are thus satisfied, in principle. How-
ever this education consists of two com-
ponents with differing volumes of work
which are not very interconnected, of which
only the smaller component is directly rel-
evant to teacher training, and this does not
guarantee a fully rounded education for
teachers. Such a scheme is no longer ade-
quate to prepare a teacher for his or her
task in modern society.
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given amount of knowledge of a given sub-
ject to a school pupil and to test how accu-
rately the pupil has absorbed that knowl-
edge. Rather, a teacher’s main task is now
to secure a school pupil’s learning oppor-
tunities - teaching how to learn - at school
and throughout life, and also to help the
pupil acquire many other skills for life. It
is as though the teacher’s subject is of sec-
ondary importance in relation to the teacher’s
pedagogical work. Essentially, no matter
what the subject, it is, from a psychological
point of view, a means of realising the teacher’s
pedagogical goals, theories and practice.
And teachers are much better prepared to
realise these goals if they have followed a
high-quality integrated teacher-training cur-
riculum rather than one based on the con-
secutive model. The integrated model does
not mean that new teachers lack the neces-
sary degree of subject-specific knowledge.
It is a question of the basic aim of the one
or the other model.
The advantage of the integrated model is
that it puts forward a single aim for the
entire four to five year period of study, which
is the opportunity to acquire the compe-
tences needed by today’s teacher. Such an
aim secures a unity of purpose between the
different study components - the scientific
basis of knowledge of the subject (or sub-
jects), teaching methodology, pedagogy, psy-
chological studies, repeated teaching prac-
tice in schools - beginning with the earli-
est courses and other study components.
In the consecutive model, there is essentially
no single (integrated) aim for the process of
teacher education. Such an aim exists only
in the second one to two year phase of study.
In the first phase, which lasts for three to
four years, the aim of the first (bachelor’s)
degree is to acquire basic knowledge of the
relevant branch of science, with no attempt
to link this to a teacher’s professional work,
given that only a small proportion of grad-
uates in that particular subject will opt for
the teaching profession.
Alongside the concept of the integrated mod-
el, use is also made of the concept of the
parallel model (Buchberger, 2002). This em-
phasises the fact that subject-specific stud-
ies, as well as the methodological studies,
teaching practice in schools and other com-
ponents of the teacher’s professional stud-
ies, take place (in parallel) within the frame-
work of a single curriculum. However, the
different study components are not inter-
connected sufficiently but if the student can
choose the order in which he or she acquires
one or other study components (which take
the form of course modules), we have the
modularised teacher’s professional study
model. This is, at present, rarely used.
There is a view that the consecutive model
is suitable for training grammar school teach-
ers, whose task is to teach the basics of one
or other subjects to grammar school pupils,
who are highly motivated to learn and whose
education supposedly poses far fewer ped-
agogical problems. However, it is impossi-
ble to agree with such an assertion because
it neglects the pupils’ overall personal de-
velopment, which is essential in every type
of educational institution, and which is de-
fined, for example, in the standard for the
teaching profession in Latvia. 
The possible defects of the consecutive mod-
el of teacher training (its emphasis on knowl-
edge of the subject content with, at the same
time, an inadequate development of the
teacher’s professional skills, study divided
into two separate and poorly connected ac-
ademic areas, the teacher’s inability to make
use of academic knowledge in his or her
professional teaching activities, etc.) are
also repeatedly referred to in the green
paper on Teacher education in Europe (Buch-
berger et al., 2002).
For its part, the very latest research on low-
er secondary teachers in the Eurydice pro-
gramme leads to the unambiguous conclu-
sion that most teachers are university-edu-
cated and that it is precisely the integrated
model that has become the norm in Europe,
regardless of whether the consecutive mod-
el of teacher education exists alongside it or
not (European Commission, 2002). Hence,
it is thanks to the qualitatively designed and
implemented teacher training integrated mod-
el that we can expect to produce new teach-
ers much better suited to contemporary de-
mands.
Teacher training in universities
and other higher education
institutions
Higher costs are sometimes cited as a defect
of the integrated model, in the belief that
within this model the education of teachers
for every separate subject (or subjects) takes
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secutive model, it takes only one to two
years (after obtaining the first degree). It
seems to be assumed that first-degree lev-
el study in various areas is completed in
every case, regardless of the particular mod-
el of teacher education being applied in the
relevant university, teacher training college,
country as a whole, etc.
This way of thinking gives rise to the es-
sentially incorrect premise that integrated
teacher training curricula needlessly ‘dupli-
cate’ the relevant first-degree curricula, and
that a comparatively short (perhaps only one-
year) ‘pedagogical superstructure’ on top of
the first-degree curriculum is sufficient as
teacher education. Such a premise exists large-
ly in universities, where these first-degree cur-
ricula are one of the basic aspects of the uni-
versity’s main activity, whereas teacher ed-
ucation is sometimes not so highly regarded.
This in turn gives rise to an apparent con-
tradistinction between universities, on the
one hand, and other higher-education insti-
tutions, on the other; it is to the latter that
professional curricula would appear to be
better fitted, as they lack a ‘purely’ academ-
ic first and second degree structure.
Integrated teacher training curricula are the
norm where teacher education takes place
in a separate higher education institution,
although from the general point of view of
the interests of the state and of costs, the
question remains the same. How best and
most economically should teachers - the rep-
resentatives of this most important and nu-
merically significant profession - be edu-
cated (independently of the particular in-
terests of the higher education institutions,
internal structures, etc)?
Where universities follow purely academic
curricula for the first and second-degree
structure, professional studies (including
teachers’ professional studies) become the
responsibility of other higher education in-
stitutions, a situation that simply does not
correspond to contemporary international
practice and tendencies. Nor would it satis-
fy the principles of the Bologna Declaration,
insofar as it does not define significant dif-
ferences between academic and professional
studies. In essence, the process of ‘inclusion’
of teacher education in universities is in its
final stages in Europe (Strategies of change
in teacher education, 2002; European Com-
mission, 2002).
The initial stages of teacher education in uni-
versities only seems to be less expensive un-
der the consecutive model, since first-de-
gree studies in science subjects receive more
funding than teacher training studies. For
this reason, it is necessary to carry out an
accurate estimate of costs. And it could be
predicted that an insufficiently professional
initial stage of education will correspond-
ingly require a higher input of funds at a na-
tional level for the further education of the
teaching workforce.
Moreover, if the relative proportion of
privately financed study (including teacher
training courses) is as great as it is in Latvia
today, then the issue of the relative budg-
et costs of one model or the other would
not appear to be relevant, given that stu-
dents are studying at their own expense,
freely choosing between academic and pro-
fessional curricula (as teachers, lawyers,
economists, doctors and philosophers). The
state can regulate the employment of the
necessary number of specialists in the pub-
lic sector with more generous terms for re-
payment of student loans (or cancellation
of debts).
Occasionally, the fact that not all gradu-
ates of four to five year integrated teacher
training courses take up their chosen pro-
fession is used in Latvia to argue against in-
tegrated teacher training curricula. Such an
argument, however, can be applied to grad-
uates of any other professional or academ-
ic course anywhere in the world - there is
never a 100 % rate - even where there are
vacancies in the particular profession or sec-
tor (an exception might be students of mil-
itary or similar academies).
The Bologna Declaration and
teacher training models
The choice in various countries between dif-
ferent models is often determined, not di-
rectly by analysis of the goals and results of
teacher education, but simply by academic
traditions and the existing structure of fac-
ulties and curricula associated with them in
universities and other higher education in-
stitutions, or also by a comprehensive reor-
ganisation of these structures.
Now the whole structure and length of study
courses in Latvia and other European coun-
tries can be influenced by restructuring cur-
ricula according to the Bologna Declaration
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tion and its follow-up documents (Diplo-
matzīs ˇanas rokasgra -mata  = Guide for diplo-
ma recognition, 2000]. One of the objectives
in that document provides that, by 2010,
European countries shall have a two-cycle
type of degree structure (undergraduate and
postgraduate, or bachelor’s and master’s de-
grees) for higher education. The first degree
could be conferred as study credits after a
course of study of at least three years. How-
ever, it should be immediately pointed out
here that the Declaration also defines that
‘the degree awarded after the first cycle shall
also be relevant to the European labour mar-
ket’, which is essentially the most important
undertaking in the whole document (Rauh-
vargers, 2002; Haug, Tauch, 2001). Another
international document declares that ‘the
two-cycle model makes sense only if the
graduate is employable both after complet-
ing the first and the second cycle’ (Rauh-
vargers, 2002).
If we associate the first degree with the short-
est recommended period of study - three
years - then this is a shorter period than that
required for teacher education under cur-
rent legislation in Latvia and practically every
other country. Consequently, a graduate of
the first three-year cycle of teacher educa-
tion could not be employed as a teacher.
Essentially, a similar problem faces all the
so-called regulated professions such as med-
icine, teaching, law and engineering. This
two-cycle scheme (3+2) is not really ap-
propriate since, after three years of study in
these professions, a specialist in possession
of a full degree is not yet qualified, and there
is nothing (not even in the Bologna Decla-
ration) to suggest that the situation will be
any different in 2010.
If we return to the integrated and consecu-
tive models of teacher education as current-
ly used, it can be seen that, approached for-
mally, only the consecutive model falls par-
tially within the two-cycle scheme with its
three-year first degree in a particular branch
of knowledge. Moreover, a first degree ob-
tained after three years of study can, according
to legislation, in no way be associated with
teacher education; the teaching profession
would essentially be entered into only later,
on completion of a one to two year higher-
degree course of study. In this way, the con-
secutive model will retain all the defects
referred to in the previous section. 
For this reason, a structural ‘reform’ of
teacher education along these lines would
not be desirable. However, obtaining a
teaching qualification after a four-year course
of study for a professional first degree (in
accordance with Latvian legislation, see be-
low), in the framework of which the inte-
grated model of teacher education could
be applied, is at odds with the Bologna
Declaration. Subsequently, the qualified
teacher could, if he or she so wished,
progress to a higher level of academic
education, and might also obtain an addi-
tional qualification by further study for a
second (master’s) degree or professional
master’s degree. Teacher training programmes
of the 4+1 or 4+2 variety are, therefore, not
at variance with the Bologna Declaration,
if professional skills, also including subject-
specific knowledge, are already obtained
by the end of the period of study for the
first degree.
German colleagues have objected to ill-con-
sidered division of teacher education into
two apparent phases, of which one would
consist of study devoted solely to knowl-
edge of the subject to be taught, and the
other to acquisition of professional teach-
ing competence (Busch, 2002). Professor F.
Busch of Oldenburg University has taken a
stand in his work in favour of the inte-
grated (single-phase) model of teacher
education. Professor Busch emphasises the
need to connect theoretical studies with
teaching practice from the earliest stage of
the course, so that the future teacher’s ob-
servations in schools and the resulting ques-
tions can be resolved by the application of
theory in the lecture theatre immediately af-
terwards. He is also in favour of a simulta-
neous and interconnected acquisition of the
scientific fundamentals of the subject, on
the one hand, and of its teaching method-
ology, on the other.
A truly radical reform of teacher education
has begun in Sweden, where the integrated
model of initial teacher education is being
introduced together with a sharp increase
in funding for research and postgraduate
studies specifically in teacher education (A
new system of teacher education, 2000). In-
tegrated teacher training degrees are being
introduced and correspond to 120 to 220
credit points, depending on the subject con-
cerned (of which there will definitely be sev-
eral) and the stage of schooling.
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of Germany’s fourth largest university - the
Wilhelmine University of Westphalia at Mün-
ster - and the Federal Teacher Examina-
tion Centre have taken the decision to un-
dertake the transition to an integrated teacher
training model within the framework of the
Bologna process, paying particular attention
to integrating the university teaching process
with teaching practice in schools.
The integrated model of training foreign-lan-
guage teachers at the Faculty of Education
and Psychology of the University of Latvia
is cited as an example of best practice in the
documents of the European Union’s TNP
project (Davis and Kelly, 2002, p. 13).
Both models of teacher training referred to
earlier can be encountered in Latvia at
this time, which is also the case at the Univer-
sity of Latvia. The Senate has twice resolved
that both these models be applied and
developed at the university. This should be
considered a positive step, since it en-
ables both a theoretical and practical com-
parison of the two models to be drawn. Da-
ta from the University of Latvia show that,
in the last five years, of all teachers gradu-
ating from the University of Latvia, 75 % to
80 % have studied under the integrated mod-
el in the Faculty of Education and Psychol-
ogy, and correspondingly 20 % to 25 % in
other faculties, largely under the consecu-
tive model. The exception is mathematics
teachers in the Faculty of Physics and Math-
ematics, where the integrated model is al-
so applied).
This comparison of the two models of teacher
training does not mean that current inte-
grated teacher curricula in Latvia are perfect
and do not require alteration and improve-
ment, and that, for their part, applied teacher
training curricula based on the consecu-
tive model are wholly inappropriate. 
The analysis is intended to compare the two
models and to demonstrate that, in restruc-
turing and improving teacher training cur-
ricula, the integrated model with its many
potential advantages should be retained and
developed further (by, inter alia, strength-
ening the integration of various components
of study) as this better ensures teacher ed-
ucation in line with current demands.
Placing an emphasis in the university sole-
ly on the consecutive model would largely
lead to a diversion of teacher education to
other higher education institutions. In such
a case, those secondary-school leavers who
had decided to follow a teaching career and
wished to obtain a teaching qualification
would not be interested in commencing their
studies at a university, since they would first
be required to study for at least three years
for a bachelor’s degree and only then be
able, in a two-year period, to acquire the
necessary professional skills for teaching (re-
sulting in a total duration of studies of at
least five years).
A conceptual approach to teacher training,
applying the integrated model, is intended
to achieve unity of purpose between a sci-
entific basis of knowledge of the given sub-
ject (or subjects), teaching methodology,
pedagogy, psychological studies, repeated
teaching practice in schools (beginning at
the earliest possible stage) and other study
components; this gives the student the op-
portunity to acquire the skills needed by to-
day’s teacher. The various study components
must be mutually integrated.
Under current legislation in Latvia, such a
conceptual approach could be applied with-
in the framework of a professional first-de-
gree curriculum, amounting to at least 160
credit points (four years). After this, the stu-
dent would ‘be awarded a fifth-level pro-
fessional qualification and a professional
bachelor’s degree in a branch of knowledge
(area of professional work)’. The particular
branch of knowledge in which the profes-
sional bachelor’s degree would be award-
ed could be ‘teacher education’, and the
professional qualifications, which are vari-
ous, corresponding to the subject (or sub-
jects) mastered by the new teacher and the
stage (or stages) of education in which he
or she intended to work (secondary edu-
cation and/or primary education, and oth-
er variants).
Integrated teacher training programmes ap-
plying the four-year professional bachelor’s
degree approach, have already been devel-
oped at various higher education institutions
in Latvia.
Carrying out improvements to the structure
of academic and professional programmes
and curricula at the University of Latvia, and
developing professional study programmes
for the teaching qualifications necessary
in Latvia, demands development and im-
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with cross-faculty study courses on a mod-
ular basis. 
The development of study programmes or
optional modules for obtaining teaching qual-
ifications in several subjects in two stages of
education, which is currently not taking place
to a sufficient extent in Latvia, would be de-
sirable. The narrow (single-subject) spe-
cialisation of the majority of working teach-
ers is causing additional difficulties for teach-
ers in the labour market and for head teach-
ers in staff recruitment.
Conclusions
❑ The structure of teacher education throu-
ghout the world falls into one of two cate-
gories: integrated (parallel) and consecutive.
Up to and including the lower secondary le-
vel, the integrated (parallel) model of teacher
education has become the norm in Europe.
Upper secondary school teachers are cur-
rently being educated under both models;
frequently, both models are applied in the
same country. Teacher training for all stages
of schooling is increasingly being undertaken
in universities, and it is considered that the
development and inclusion of teacher trai-
ning courses and curricula in universities has
reached its final stage in Europe.
❑ It is the integrated model that ensures a
form of teacher education more appro-
priate to current demands. In Latvia, the in-
tegrated model can be applied within cur-
rent legal requirements in the form of a pro-
fessional bachelor’s degree (teacher training)
study programmes.
❑ The restructuring and reorganisation of
teacher training curricula must be carried
out by analysing the demands and situation
of teacher education itself, and not by ap-
plying general ‘universal’ schemes. Reforms
based on this latter approach may achieve
a unified common structure for courses of
study in higher education, but at the expense
of a substantial reduction in the quality of
teacher education and its relevance to cur-
rent demands, and lead to the need for in-
creased funding for further education.
❑ In the course of improving teachers’ pro-
fessional curricula in Latvia, it is necessary
to switch to training teachers in two or even
several subjects, and at two stages of schoo-
ling.
❑ There has still been no accurate assess-
ment in Latvia of requirements regarding tea-
cher numbers in specific stages of schoo-
ling, specific subjects or groups of subjects,
either in Latvia as a whole or in different re-
gions, taking into account the existing age
and educational profile of teaching staff.
There have, though, been drastic reductions
in state-financed places on teacher training
courses for several years now.
❑ Data and methods for analysis of the pro-
fessional workforce must be selected on a
sound basis, which is already possible gi-
ven modern information technology and its
application in the educational system in Lat-
via. Analysis of the current situation with
respect to teacher training, the entry of gra-
duate teachers into employment, and the
degree to which they remain in the profes-
sion, must use school and teacher registers
held by the Latvian Education Information
System (LIIS) and the information systems
of higher education institutions.
❑ Not all graduates of professional teachers’
study programmes in Latvia take up work
in schools; this can be attributed to the in-
sufficiently high prestige of the teacher in
society, relatively low levels of pay and other
factors. Comparison of LIIS and University
of Latvia information system data show that,
in recent years, the percentage of graduates
of the University of Latvia’s professional tea-
cher programmes working in schools is no
less than 70 % in total; for full-time the fi-
gure is 42 %. A similar situation exists in ma-
ny other countries and also in other study
programmes within Latvia.
❑ Latvia must develop a teacher education
development programme, containing a quan-
titative analysis of the current situation
and a prognosis of the future, regular mo-
nitoring of the developing situation, analy-
sis and improvement of the quality of tea-
cher education and further education, in-
cluding focused research and develop-
ment of teacher training models, integration
and modernisation of components of study
programmes, the application of practice in
schools, the employment of new teachers
in schools and other considerations.
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Lithuania is facing new challenges and de-
mands on its vocational education and train-
ing and vocational teacher education. Re-
search on current Lithuanian VET teacher
professional qualification shows great de-
mand for pedagogical qualifications (
1). This
article discusses a number of issues: the cur-
rent state of didactical and vocational qual-
ification of Lithuanian vocational teachers
and lecturers (
2); the competence-based pro-
fessional standard of vocational teaching and
its structure in relation to the lifelong learn-
ing (career path) model; new challenges for
vocational teacher education in this lifelong
learning model; the role of VET schools in
competence based VET teacher education;
the quality of the interaction between teacher
training institutions and VET schools in
initial and continuing professional devel-
opment of VET teachers; the main approaches,
principles and parameters of the new Lithuan-
ian VET teacher education strategy, with its
focus on a VET teacher professional stan-
dard and teacher education standard based
on a modular training approach. The article
does not deal with prior learning assessment
methodology, assessment tools to measure
acquired didactical competences in prior
teaching/learning practice and recognition
(accreditation) of VET teacher education pro-
grammes at European level, currently under
development in Lithuania.
New VET teacher and school roles
for lifelong learning 
The EU Memorandum on lifelong learning
(2000) made clear the importance of edu-
cation as a main driving force in long-term
human resource development, which could
make Europe more competitive in the world.
In addition, the OECD’s ‘PISA (Programme
for international student assessment) study
(Buck, 2002) faced politicians with further
education development problems, illustrat-
ing a poor position and offering numerous
proposals for reform. The shift of educa-
tional emphasis, summarised in the words
‘lifelong learning’ (LLL) had started in such
countries as Canada and New Zealand and
was highly rated by PISA for the first posi-
tive results being obtained already. The shift
to lifelong learning also concerns that very
important part of vocational education sys-
tem that is vocational teacher education: it
insists on changing the role of vocational
teachers in VET schools and the role of VET
schools in the consecutive and competence-
based model of VET teacher education and
training. What do these changes of the roles
signify and who will feel the challenges in
the reality of initial and continuing VET
teacher education? 
The new VET teacher role is first concerned
with a change in pedagogical approach, turn-
ing from teacher-centred to student-centred.
Following this change in approach, voca-
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In this article the contempo-
rary state of pedagogical qual-
ification of Lithuanian voca-
tional teachers is discussed.
The new role of  VET teacher
and VET school in vocation-
al teacher training, following
the lifelong learning para-
digm, are discussed. Main ap-
proaches, principles and pa-
rameters of the new vocational
teacher training strategy in
Lithuania are revealed and
grounded. The structure of
VET teacher’s professional
standard and general scheme
for vocational teacher edu-
cation and training in Lithua-
nia are presented and dis-
cussed.
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as teaching/learning programme designers
and developers, coaches and assistants, mem-
bers of school activity development teams,
consultants in learning and vocational ca-
reer, facilitators and developers of learning,
participants in international projects, coop-
eration and communication networks, etc.
Nevertheless, many teachers still like to teach,
but do not like to learn. VET teachers at
all levels have to understand the meaning
of LLL and follow the LLL approach in their
daily work and own personal development.
The lifelong learning model concerns not
only a single VET teacher, but a whole VET
school strongly linked with the world of
work and labour market demands via a chang-
ing structure of qualifications and a com-
petence structure for each occupational or
professional qualification. It means that each
VET school is a part of an educational mar-
ket and, to survive, has to turn into a learn-
ing organisation. Clear understanding of the
local, national and international mission of
the VET school, ability to design its vision,
school staff development plans and quali-
ty management systems are all new roles for
VET teacher education. The main external
features of a learning organisation could be
openness to the environment and innova-
tions, and active participation in the process-
es of change. The main internal features of
a learning organisation include: develop-
mental strategy; participation of a VET school
community developing a school vision ac-
cording to a perceived mission; obtaining
and disseminating information in all direc-
tions; accountability; partnership principles
among school departments; flexibility in pro-
motion; a wide range of opportunities to act
individually and in teams; emphasis on ex-
ternal relations; self-development of staff;
and a positive psychological climate in the
organisation.
VET school is important for vocational teach-
ers, together with university or college (pro-
viding the vocational teacher with a didac-
tical qualification) and enterprises (provid-
ing the vocational teacher with the most ad-
vanced, strategically-oriented vocational com-
petences) in providing competence-based
VET teacher education focused on the ac-
quisition of advanced practical teaching skills.
Integrating a future workplace (VET school)
into vocational teacher education and train-
ing demands both tutor supervision, pro-
vided by the university or college, and a
work mentor (an experienced VET teacher
with special competences). Competence-
based vocational teacher education and train-
ing also demands a new approach to cur-
riculum design, from a curriculum built on
separate vocational subjects to one built on
integrated modules, where each module is
oriented to acquiring a specific competence
or set of competences. Such a modular ap-
proach to initial and continuing profession-
al development would enable a flexible
response to the individual needs of student
teachers; prior learning assessment (PLA)
methodology and changes in the labour mar-
ket; could be used to decline (or omit in the
case of competences already possessed)
modules with little demand in favour of de-
signing new modules with greater relevance.
The modular training approach would also
enable closer integration of theory and prac-
tice, achieving good interaction between
teacher training institutions, VET schools and
the social partners, establishing the neces-
sary preconditions for developing person-
al and institutional vocational teacher edu-
cation and training networks at local, na-
tional and international levels. It is obvious,
that a vocational teacher is nowadays a net-
worker across school boundaries (Pukelis,
Lauz ˇackas and Rogojinaru, 1999) and that is
the future role of the vocational teacher in
VET school. Hence, the VET teacher is be-
coming a reflective practitioner, or even a
small scale research practitioner, since an-
ticipation of changes in the labour market,
prognosis of new qualifications or new struc-
tures of competences in professions, de-
mands appropriate research competences
from the VET teacher. This could be achieved
by bringing VET school and university (or
other higher educational institution) closer
in vocational teacher education (Fullan, 1993).
Development of vocational teacher research
competences also positively influences VET
school capacity to innovate in initial and
continuing professional development of vo-
cational teachers and to respond to the
demands of the knowledge economy.
Current Lithuanian vocational
trainers’ professional qualification
Research has involved all the vocational ped-
agogues (VET teachers and lecturers) in
Lithuania. The majority work in the Ministry
of Education and Science and the labour
market training centres of the Ministry of So-
cial Security and Labour. The formal level
of general and pedagogical education of
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(
1) Pedagogical qualification in this
article is understood as an interre-
lated and integrated summary of vo-
cational (occupational or profes-
sional content knowledge, skills and
attitudes) and didactical (knowl-
edge’s, skills and attitudes - teach-
ing/learning theories, objectives,
methods and means, adjusted to the
nature of vocational occupation or
profession) qualifications. Each of
them (vocational and didactical qual-
ifications) consists of an appropri-
ate set of vocational and didactical
competencies (not competences).
(
2) Previous VET high schools, staffed
mainly by VET lecturers, are con-
verting to VET schools (VET lectur-
ers are becoming VET teachers) or
VET colleges. The last of these is al-
ready attributed to the non-univer-
sity higher education sector.
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vestigated, with confirmation by relevant
documents. The formal statistical data was
collected taking into account: 
❑ the vocational education level of voca-
tional teachers and lecturers;
❑ the didactical education level of voca-
tional teachers and lecturers;
❑ general data (age, working experience
in a vocational field, pedagogical experi-
ence) of vocational teachers and lecturers.
All these parameters are significant in form-
ing a picture of Lithuanian vocational teach-
ers and indicating their main initial and con-
tinuing professional development needs. 
The research data covers 4777 vocational
teachers in Lithuania including 2615 voca-
tional teachers in secondary vocational schools,
1673 vocational lecturers in higher VET
schools currently being converted to VET
colleges or VET schools and 489 vocation-
al teachers working in labour market train-
ing centres. The main difference between
VET teachers working in VET schools and
VET teachers working in labour market train-
ing centres is in different needs in didacti-
cal education: the first mainly use pedagogy,
the second andragogy (adult education the-
ory).
The detailed results are presented in tables
1 and 2. The average age of vocational teach-
ers and lecturers (Table 1) is 31 to 50 years
old (56.32 %). The majority (62.34 %) are
certificated specialists in their vocational
field (Table 2). In contrast, 76.2 % of vo-
cational pedagogues do not actually have
a formal didactical background (Figure 1),
but approximately 70 % (18.2 % + 54.9 %)
have pedagogical work experience exceeding
10 years (see also Annexes I, II, III, IV
and V).
The conclusion could be drawn (Figure 1)
that acquisition of didactical qualification is
the most urgent need for vocational teach-
ers in Lithuania. However, about 70 % have
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General statistical data on vocational teachers and lecturers in Lithuania  Table 1
Basic formal statistical data on vocational and didactical education of vocational pedagogues in Lithuania Table 2
Category of Informations générales
vocational  Total Age Working experience in Pedagogical experience
pedagogue (years and percents) vocational field (years and percents)
(years and percents)
<=30 31-50 >50 0 <=5 6-10 >10 <=5 6-10 11-15 >15
Vocational teachers 2615 5.9 65.0 29.0 25.2 26.4 26.3 22.0 17.3 13.2 19.1 50.4
Vocational lectures 1673 7.5 47.2 49.0 41.1 21.0 22.2 15.7 11.3 8.8 15.0 64.9
Vocational teachers 489 9.8 40.4 49.6 0 11.8 42.7 45.3 13 18.2 24.3 44.3
of LM
Total 4777 6.9 56.3 36.8 28.2 23.0 26.6 22.3 14.8 12.2 18.2 54.9
Category of Total Vocational education level Didactical education level
vocational
pedagogue Without Secon- High Bachelor Certificated Master Doctor None High Bachelor Certificated Master Doctor
sec. dary (%) (%) special. (%) (%) (%) (%) (%) special. (%) (%)
(%) (%) (%) (%)
Vocational teachers 2615 0 9.2 42.6 0.4 46.2 1.5 0.07 87.6 2.9 0.2 8.3 0.96 0
Vocational lectures 1673 0 0.18 5.98 1.5 87.98 2.9 1.5 57.6 1.5 0.5 37.96 2.1 0.36
Vocational teachers 489 0 14.5 20.3 0.8 61.1 1.8 1.4 78.3 0.6 0 18.8  1.4 0.8
of LM
Total 4777 0 6.6 27.5 0.82 62.34 2.0 0.7 76.2 2.8 0.27 19.78 1.4 0.2
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perience in VET school, college or labour
market-training centres. This suggests that a
significant number already have didactical
competences that reflect pedagogical qual-
ification. Therefore, acquisition of didacti-
cal qualification could be organised in two
ways: first, via initial pedagogical training
courses and, second, via assessment of
prior learning achievements. The second al-
ternative could save financial and time re-
sources of both the State (employer) and
teacher. The current state of vocational teacher
qualifications in Lithuania emphasises the
acquisition of didactical qualification; this
has been translated into the development of
Lithuanian vocational teacher education and
training conception.
Main actors in competence-based
vocational teacher education
Pedagogical (didactical and vocational)
education and training of vocational teach-
ers takes place in universities or other high-
er pedagogical or vocational educational in-
stitutions, so indicating the main purpose of
such education, didactical or vocational the-
oretical knowledge leading to appropriate
theoretical pedagogical thinking. It also takes
place in vocational schools or colleges, where
the main focus is on practical teaching/learn-
ing competences, leading to appropriate
practical pedagogical thinking. Universities
mainly provide theoretical pedagogical study,
allowing vocational teacher students to ac-
quire theoretical pedagogical knowledge, a
background of pedagogical thinking for ed-
ucational problem-solving. Vocational schools
or colleges promote practical pedagogical
studies for students in a real pedagogical en-
vironment, developing the practical teach-
ing/learning skills of future vocational teach-
ers. During theoretical and practical studies,
the future teacher faces various teaching and
learning problems. He/she is not able to
solve all of them independently as his/her
pedagogical experience is insufficient. There-
fore, the support of other participants in vo-
cational teacher education and training is
important to the efficiency of pedagogical
studies and their quality.
The main actors in vocational teacher edu-
cation and training are university and VET
college lecturers and tutors and mentors and
future vocational teachers already working
in VET school. Table 3 details vocational
teacher education and training participants,
their activities and activity content (omitting
VET school students).
The functions of a lecturer in university and
other higher schools are participation in
vocational teacher training, and realising
theoretical study aims (conveying peda-
gogical knowledge, development of peda-
gogically valuable approaches and attitudes,
theoretical pedagogical thinking elements,
etc.) during lectures, seminars and other
activities.
The functions of a tutor (Great Britain) or
a university supervisor (the USA and other
countries) are also performed by universi-
ty or other higher school lecturers. How-
ever, they, differ from university lecturers
in having concrete didactical and manage-
rial responsibilities with regard to vocational
teacher education and training. For instance,
a tutor participates in designing, planning
and evaluating vocational teacher educa-
tion and training programmes, and exam-
ines practical studies guided by mentors in
accordance with vocational teacher educa-
tion and training programme objectives
(Rozemond, 2000; Frits, 2000). This includes:
supervision; instructing future vocational
teachers through distance coaching; visit-
ing future VET teachers at schools; discussing
the achieved outcomes together with them
and with mentors; coaching on planning
further learning objectives; and cooperat-
ing with mentors to guarantee a close in-
teraction between theoretical and practi-
cal studies. Therefore, practical pedagogi-
cal studies demand cooperation between
vocational school and university or any oth-
er higher school.
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Formal level of didactical education of vocational  Figure 1
pedagogues of Lithuania (%)
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structor, cooperative teacher) normally is an
experienced vocational teacher (Mentor Train-
ing in Vocational Training, 1998), who helps
a future VET teacher during practical stud-
ies to convert theoretical knowledge to prac-
tical teaching/learning skills, understand bet-
ter the peculiarities of VET teacher activities
and assists him or her to ‘grow into’ the
school organisational culture. The major
mentor activity in future vocational teacher
or lecturer pedagogical practice is working
guidance (Klenke and Kruger, 2000). The
mentor has to be a strong personality, to be-
lieve in the significance of pedagogical work,
to comply with pedagogical ethics, be cre-
ative, tolerant, emphatic, etc. He/she has to
be able to take advantage of information
technology possibilities, develop teach-
ing/learning content, prepare teaching/learn-
ing materials, participate in project work
(plan, implement, evaluate, adjust), organ-
ise team work, apply active teaching/learn-
ing methods and various coaching methods,
prepare meetings for future VET teachers,
create an agreement for cooperation, be able
to communicate and interpret, provide feed-
back, advise, know how to carry out acts of
pedagogical intervention, investigate needs,
observe, develop counselling skills in re-
searching and identifying practical situations
and finding optimal solutions, apply various
pedagogical methods to make VET teacher
education and training more effective.
During practical pedagogical studies, there
is interaction between the tutor (who in-
spects or carries out the function of su-
pervision), the mentor (who guides the
practical activity of the future vocational
teacher), the vocational teacher student
(who performs practical pedagogical tasks)
and the VET school student. The nature of
interaction is determined by practical ped-
agogical study aims and objectives. Its ef-
fectiveness depends on the competence
and motivation of the participants. As re-
search indicates, the majority of problems
arise with the most important agent of prac-
tical pedagogical studies, the mentor. The
problems can be caused by many factors:
competence, interest and motivation, ped-
agogical approach and attitudes, experi-
ence, financial issues, etc. According to
Christensen (1988), who investigated the
interaction between future teachers, tutors
and mentors, communication between fu-
ture teachers and tutors is a partnership of
equals. An evaluative approach prevails in
commenting upon lessons and other ped-
agogical tasks: pedagogical errors and
difficulties are analysed, conclusions drawn,
strategy and tactics of pedagogical practice
are formulated, independent thinking is fos-
tered, problem-solving solutions are fore-
seen. The interaction between future teach-
ers and mentors is of a different nature. The
mentor predominates in the discussions,
which are limited to reviewing events and
student learning activity. Directive conclu-
sions prevail and future vocational teach-
ers are appointed tasks for future activity,
usually without justification.
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Participants Activity Activity content
Lecturers 
Tutors
Vocational
teacher
students
Mentors
Theoretical education of voca-
tional teachers
Analyses of lectures, seminars, teaching/learn-
ing skills practicums, designing of subject
(module) content, organising the independ-
ent work of vocational teacher students, plan-
ning of study process, teaching of subject, as-
sessing and evaluating achieved study results,
evaluation of teaching subject (module) con-
tent, lecturing, improvement of study content
and methods.
Participation in designing the
modular programmes for vo-
cational teacher education and
training, theoretical vocational
teacher education and super-
vision of practical realisation of
theoretical study objectives by
distance coaching
Act as lecturers, take part in designing and
planning vocational teacher education and
training programmes, observe the future
vocational teacher theoretical and practical
activities, participate in discussions with fu-
ture VET teachers and mentors, encourage
future vocational teachers by providing ad-
vice and consultations, maintain their study
motivation, evaluate achievement, provide
feedback by distance coaching, evaluate vo-
cational teacher education and training pro-
grammes with regard to responses from pro-
gramme participants.
Theoretical and practical ped-
agogical studies
Study theoretical subjects or modules, per-
form direct teaching practice in vocational
school or college, observe teaching/learning
process and its elements, participate in dis-
cussions with lecturers, tutors, mentors and
colleagues, plan teaching/learning activities,
reflect their own and colleagues’ teaching ac-
tivities, reflectively evaluate feedback received
from tutor, mentor, colleagues, learners, their
parents and social partners.
Working guidance assisting vo-
cational teacher student to ac-
quire practical pedagogical skills
by direct coaching
Meeting future vocational teachers carrying
out practical training, discuss strategy of ped-
agogical practice by working guidance, to-
gether formulate the main aims and objec-
tives of pedagogical practice, develop ped-
agogical practice and working guidance plans,
guide pedagogical practice, coach, observe
vocational teacher student activity in the class-
room, school, enterprises and meetings with
parents, assess achievements, interpret them
and provide feedback, assist in solving vari-
ous pedagogical problems, foster and main-
tain pedagogical activity motivation by direct
coaching, support VET teacher student be-
coming a member of VET school communi-
ty and understanding its organisational cul-
ture.
The main actors of vocational teacher pedagogical education and training Table 3
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Israel, interaction between future teachers
and mentors is usually of an evaluative na-
ture. Future teachers are rarely provided with
suggestions or alternatives for their activity.
In contrast, discussions with tutors are sim-
ilar to the ones described by Christensen
(1988). Koerner (1992) researched the caus-
es of the communication shortcomings be-
tween future teachers and mentors. It was
discovered that mentors - experienced teach-
ers - feel irritated because future teachers
disturb their usual working pace, make them
waste their time, and hinder their concen-
tration on their own work problems. Ex-
perienced teachers are concerned when fu-
ture teachers bring various ideas from a uni-
versity or other higher educational institu-
tion to school, ideas that purportedly do not
correspond to the real life, stereotypes of
their activity or even contradict them. Con-
sequently, choosing appropriate experienced
teachers to carry out the mentor functions,
and proper mentor preparation, has become
a very important factor in vocational teacher
training, based on the acquisition of prac-
tical pedagogical competences. 
Leavitt (1991) states that contradictions be-
tween tutors and mentors arise from dif-
ferent understanding of practical pedagog-
ical study aims by theoreticians at univer-
sities and practitioners at schools. Therefore,
tutor and mentor pedagogical communica-
tion and cooperation is an important fac-
tor in practical pedagogical study develop-
ment. One of the most important issues in
their cooperation is training experienced
teachers to perform mentor functions and
manage their further communication in
the process of vocational teacher education.
Such a mentor training programme is already
in practice and is supported by the Ministry
of Education and Science.
Summarising above:
❑ the EU Memorandum on Lifelong Learn-
ing (2000) made clear the importance of ed-
ucation as a main driving force in long-term
human resource development, which could
make Europe more competitive in the world.
❑ the acquisition of pedagogical qualifi-
cation is the most urgent need for vocational
teachers in Lithuania since more than 70 %
of them do not have any pedagogical back-
ground. However, about 70 % of vocation-
al pedagogues have more than ten years
pedagogical work experience in VET school,
college or labour market-training centres.
Hence, creating a prior learning assessment
methodology is a very urgent and useful tool
to save state and client (VET teachers with-
out pedagogical qualification) financial and
time resources.
The main new challenges for VET teacher
education and training are: 
❑ change of stereotypes of pedagogical be-
haviour of VET teachers from teacher-cen-
tred to student-centred approach;
❑ change of VET school into a learning or-
ganisation;
❑ integrating the future workplace into vo-
cational teacher student education and train-
ing or close interaction of theoretical and
practical studies in VET teacher education
and training;
❑ change in curriculum design from a cur-
riculum built on separate vocational subjects
to one built on integrated modules targeted
to concrete competences;
❑ turning the vocational teacher/lecturer
to a networker across school boundaries;
❑ turning the VET teacher from a reflec-
tive practitioner to a small scale research
practitioner;
The main actors of competence-based vo-
cational teacher education and training are
lecturer, tutor, VET school mentor and vo-
cational teacher student of a university or
other higher pedagogical institution, who al-
ready work in VET school or college. The
success of vocational teacher education and
training depends on the quality of interac-
tion between tutor, mentor and vocational
teacher student.
The European dimension of
developing VET teacher education
The above theoretical and empirical find-
ings lead VET researchers, politicians and
practitioners to believe that the most ap-
propriate approach for Lithuania could be
a competence-based model of VET teacher
education. This also enables Lithuanian VET
politicians to seek appropriate internation-
al support to develop a new VET teacher
education system. In the Soviet occupation
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ucation prevailed. It was fragmented, too
academically and theoretically orientated; it
did not fit into the frame of today’s market
economy and is unable to satisfy labour mar-
ket demands. 
From the beginning of independence (1990),
many attempts were made to analyse the
experience of VET teacher education in dif-
ferent western countries and in Lithuania
(Dienys and Pusvaskis, 1998; White pa-
per: vocational education, 1999; Lauz ˇackas,
1999; Pukelis, 1999; Lauz ˇackas and Puke-
lis, 1998; Kucinskas and Kucinskiene, 2000,
and others). These theoretical surveys and
empirical research exercises came to the
conclusion that teaching is based on the
practical awareness of VET teachers of how
to act in different teaching/learning situa-
tions. The consecutive and competence-
based VET teacher education model was
chosen as the basis for development of VET
teacher education as the one best responding
to the development of the Lithuania VET
system.
In 1997, Vytautas Magnus University (Kau-
nas, LT) together with Sheffield Hallam Univer-
sity (UK) in the PHARE VET’97 project, start-
ed development of a modular programme
for initial VET teacher education. The result
was a one year modular programme for ini-
tial VET teacher education composed from
12 modules targeted at the most important
competences necessary to acquire peda-
gogical qualification for VET teachers. The
12 books for teachers and 12 books for learn-
ers in this programme gave a description of
programme with requirements for its im-
plementation. A group of VET tutors was
trained and then piloted their own modules
in a one-year modular programme for ini-
tial VET teacher education. Together with
the tutors were working mentors - experi-
enced VET teachers - who played a key role
in competence-based VET teacher educa-
tion. The first group of mentors was trained
in 1998 in a bilateral Lithuanian (Vytautas
Magnus University) and Norwegian (Akers-
hus University College) project. One of the
results of this project was a published book
for developing mentor counselling skills
(Learning and counselling, 2002) in English
(2002) and Lithuanian (2003).
In 1998, an international Leonardo da Vin-
ci project, Systematic organisation of con-
tinuing development of VET personnel, (1998-
2000), started with close cooperation from
partners in Denmark, Germany and Holland.
This project also reached the conclusion that
competence-based VET teacher education
is most relevant to today’s labour market
challenges. The framework of the VET teacher
education professional standard (2002) was
designed based on lifelong learning and
competences which VET teachers must poss-
es to be able successfully to compete in the
labour market.
The competence-based VET teacher edu-
cation approach was also proved in anoth-
er international donor cooperation project
from the European Training Foundation
(ETF), Denmark and Finland. Reshaping the
focus and structure of teacher/trainer train-
ing (TTT) in Lithuania and Latvia (1999-
2002) was coordinated by Vytautas Magnus
university, where the proposal for vocational
teacher education and training in Lithuania
was developed (Lauz ˇackas, Pukelis and
Pundziene, 2002) and the VET teacher pro-
fessional standard was corrected according
to the learning needs of a lifelong learning
perspective of continuing professional de-
velopment. The horizontal VET teacher ca-
reer path was designed on the basis of
different concrete competences needed at
separate stages of professional development.
The objectives and learning outcomes of
the PHARE VET’97 modular programme
were adjusted in line with the corrected pro-
fessional standard for vocational teachers.
The mentor training programme was de-
veloped, the first group of mentor educa-
tors prepared and a second group trained.
The mentor’s book was published as a hand-
book for those working in the initial mod-
ular programme. Regulation for initial ped-
agogical education and training of voca-
tional teachers/lecturers was developed
(2002). All these documents were accepted
and confirmed by the Collegium of Voca-
tional Education and Training at the Min-
istry of Education and Science. The result
of these political decisions was allocation
of appropriate funds by the Ministry of Ed-
ucation and Science (MoES) to start practi-
cal implementation of initial vocational
teacher education and training. The first
group of 32 VET teachers successfully fin-
ished the modular programme for initial VET
teacher education in April of 2004 and a
third group of mentors was trained in 2003
using only national intellectual and finan-
cial resources. A second group of VET teach-
ers are in the process. The systematic ap-
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opment of VET teacher education in Lithua-
nia is presented in Figure 2 (CAT - change
agent team).
However, Lithuanian financial and intellec-
tual resources are still not sufficient to cov-
er demand for didactical education of VET
teachers. Using European Union structural
funds could be a good way of satisfying this
demand. Continuing professional develop-
ment of vocational VET teachers is cur-
rently covered by expert groups from eco-
nomic sectors (EGEB) and includes the
design of VET teacher education standards
in the relevant vocational subject. 
Vocational teacher education and
training strategy in Lithuania
The national strategy for pedagogical edu-
cation and training of Lithuanian vocation-
al teachers was developed on the basis of
specific approaches:
❑ integrating theoretical and practical stud-
ies at the vocational teacher’s workplace
(work and learning integration at workplace)
or close interaction between university (or
higher school) and VET school, since pre-
vious VET teacher education was too aca-
demic;
❑ turning VET schools into learning or-
ganisations to enhance organisational de-
velopment within schools from ‘vertical’ to
‘horizontal’ structure, converting VET schools
to university equal partners;
❑ implementing action reflection learn-
ing via modernisation of teaching/learning
methods to enhance independent student
learning activity;
❑ opening up VET schools to the world of
work, emphasising close cooperation with
the social partners and building up nation-
al and international networks among all in-
stitutions and key actors involved in voca-
tional teacher education.
The principles of VET teacher education and
training are formulated according to the pe-
culiarities of political, economic, social, cul-
tural and curriculum, organisational and per-
sonal factors and possibilities of their in-
teraction. VET teacher education and train-
ing in Lithuania adheres to the following
principles:
❑ decentralisation, meaning that all teach-
ers have access to education and training
with regard to development of pedagogical
qualification needs, regional choice and oth-
er aspects; possibilities for formal, non-for-
mal and informal learning, involvement of
broad range of vocational institutions;
❑ openness, meaning coordination of in-
dividual and labour market needs, learn-
ing accessibility, coherence of initial and in-
service training, qualification demand and
supply at national and international levels,
interests of social partners and other social
groups, financial and other resources, gen-
eral, academic and vocational education;
❑ systematisation, meaning that the system
of VET teacher education and training guar-
antees the conditions for lifelong learning
and gradual acquisition of the qualification
categories and possibilities for profession-
al development;
❑ compatibility, meaning that the system
of VET teacher education and training is con-
stantly renewed and changed to satisfy the
demands of the world of work, the educa-
tional system and teacher continuing pro-
fessional development needs, so that when
they choose VET teaching as a profession,
they can acquire and constantly upgrade
their vocational and didactical qualification;
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of VET teacher education system in Lithuania
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of different interest groups of VET teachers
in planning and organising their continuing
professional development needs with regard
to different competences of participants. Co-
operation assures vertical and horizontal links
among the different institutions of VET teacher
education and training and relations with
the social partners, schools, governmental
and non-governmental organisations, part-
ners for international projects;
❑ particularity, highlighting the singulari-
ty of VET teacher education and training
principles, organisation and content in com-
parison with other types of teacher educa-
tion. The fact that there is a great variety
of VET programmes and demand for a small
number of VET teachers (in Lithuania) in dif-
ferent vocational subject fields are given con-
sideration. General conformity and nation-
al peculiarity are considered in the inter-
national context.
The main parameters of vocational teacher
education and training are:
❑ a professional standard for VET teachers;
❑ a consecutive model for VET teacher ed-
ucation and training;
❑ a curriculum of initial and continuing
pedagogical development based on profes-
sional standard for VET teachers.
The professional standard for VET teachers
was developed on the basis of lifelong learn-
ing and covers a complete horizontal career
path encompassing five vocational teacher
qualification categories: junior vocational
teacher, vocational teacher, senior vocational
teacher, vocational teacher methodologist,
vocational teacher expert. The VET teacher
professional standard describes the goals,
the main fields of activities and didactical
competences of each VET teacher qualifi-
cation category (Professional standard for
vocational teacher/lecturer, 2002). The stan-
dard is the basis for planning, implement-
ing and evaluating the curriculum of VET
teacher education and training. The didac-
tical competences defined in the standard
are divided into five areas:
❑ personnel development competences;
❑ planning of module curriculum, teach-
ing and development competences;
❑ vocational teaching programme design
competences;
❑ school and educational system devel-
opment competences;
❑ vocational subject development compe-
tences.
The standard describes didactical compe-
tences related to the first four areas, divid-
ed according to qualification categories for
vocational teachers. The fifth area of com-
petences is not described in the standard
since it is related to various vocations. Their
descriptions are under development by var-
ious expert groups of economy branches
(EGEB). Moreover, this part of vocational
teacher qualification, taking into account the
rapid development of science and technol-
ogy, is undergoing continual change and
therefore must be under continuous devel-
opment and improvement.
The consecutive model of vocational teacher
education and training includes four con-
sistent stages (Figure 3). In the first stage
(this is more desirable than compulsory) a
prospective vocational teacher finishes vo-
cational school, acquiring the first vocational
qualification targeted to the concrete labour
market needs (it takes from two to three
years). In the second stage, the prospective
vocational teacher acquires a higher voca-
tional qualification (this takes from three to
six years). In the third stage, the prospec-
tive vocational teacher obtains a minimum
three-year practical work experience in
the field of the acquired vocational qualifi-
cation. At the fourth stage, the vocational
teacher begins to work in the same voca-
tional programme of VET school, which cor-
responds with his/her vocational qualifica-
tion. During the first two years of work in
VET school, he or she acquires didactical
and complete pedagogical qualification. This
covers only the fourth stage; the fifth stage
illustrates continuing professional devel-
opment based on lifelong learning. In the
sixth stage, the vocational teacher could grad-
uate from a master’s, and later doctoral, pro-
gramme, acquiring higher professional or
researcher qualifications.
The curriculum for initial didactical training
of VET teachers is based on the competences
of a vocational teacher qualification as de-
scribed in the standard. This qualification
level is obligatory and enables the teacher
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in school. The curriculum refers to an equiv-
alent combination of theoretical and practi-
cal studies in higher school and develop-
ment of practical pedagogical skills in VET
school. It reflects the present educational
level of VET teachers, concrete didactical
competences and accessibility of studies (tak-
ing into account place and time of studies),
and active involvement of employers and
other social partners in planning, imple-
menting and evaluating the curriculum. The
tutor and mentor roles are crucial.
Evaluation of the achievements of initial ped-
agogical training is based on the portfolio
principle, creating prerequisites for ac-
crediting competences already possessed.
The final assessment of the achievements of
an individual VET teacher student is ac-
complished by summarising the results of
the portfolio, the experimental lesson and
the final work.
The curriculum for in-service education and
training of VET teachers depends on sci-
entific, technological and pedagogical in-
novations, plus the acquisition of compe-
tences targeted to higher vocational teacher
category and to individual needs or inter-
ests. Hence, there could be three types of
module for in-service VET teacher educa-
tion and training:
❑ curriculum for developing strategic com-
petences that correspond to the latest strate-
gic scientific and practical innovations;
❑ curriculum for developing competences
necessary for achieving higher qualification
categories, described in the VET teacher pro-
fessional standard;
❑ curriculum for developing individual
competences, which indicates the VET in-
stitution or teachers’ personal development
needs.
Conclusions
VET teacher education and training in Lithua-
nia adhere to the principles of decentrali-
sation, openness, systematisation, compat-
ibility, cooperation and particularity.
The main parameters of VET teacher edu-
cation and training are a professional stan-
dard for the VET teacher, a consecutive mod-
el for VET teacher education and training,
and a curriculum for initial and in-service
didactical education based on the profes-
sional standard.
The Lithuanian strategy for vocational teacher
education and training is also based on oth-
er documents, such as the Regulation for ini-
tial pedagogical education and training of
vocational teachers, Action plan for imple-
mentation of strategy of vocational teacher
education and training, etc., approved by
the Ministry of Education and Science.
A crucial role in more effective VET teacher
and vocational education lies in developing
prior non-formal and informal learning as-
sessment methodology, and tools targeted
to measure concrete competences indicat-
ed in the VET teacher professional standard.
The Lithuanian VET teacher education strat-
egy, using a consecutive and competence-
based model as a result of a series interna-
tional projects, has the main documents, in-
tellectual and human resources needed to
begin work on didactical education. How-
ever, practical implementation in the VET
system development still lacks financial re-
sources. Appropriate use of structural funds
could increase the level of practical imple-
mentation.
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Background
The scope and nature of reforms in educa-
tion, from primary through secondary to post-
secondary level, are different from those in
higher education. An important distinction
between the two areas is the degree of in-
dependence in defining educational policies.
Primary and secondary education level is
characterised by centralised management,
although it should be stressed that schools
have been given a certain degree of free-
dom in this respect (Education Act of Septem-
ber 7, 1991). Meanwhile, particular schools
had to wait for favourable conditions facil-
itating a comprehensive reform of the sys-
tem as a whole. As a result, implementation
started in September 1999.
The Higher Education Act of 12 September
1990, gave HE institutions the right to de-
fine their own educational and research pol-
icy, limiting the competences of central ad-
ministration (
1). The changes, inspired by
the academia since the 1990s, have led to
radical structural and curricula transforma-
tions over a relatively short time. As a bot-
tom-up process, it has not been progressing
evenly, even though it has spread in the ma-
jority of HE institutions.
Despite the differences and the time shift,
the reform and changes which have been
taking place in the two areas seem to have
some common traits, partially rooted in gov-
ernmental education policy. According to
that policy, the education system should help
to ensure equal opportunities for young peo-
ple and to expand the coverage of sec-
ondary and higher education. This means,
among others, the need to adjust the system
to the diverse abilities of the young and guar-
antee them an opportunity to continue ed-
ucation at a higher level, depending on their
educational aspirations. At the same time,
there is a need to differentiate the educa-
tional offer and to establish closer links be-
tween different levels of education, espe-
cially secondary and tertiary.
Documents formulated by international bod-
ies seem to point to diversification as a way
to enhance credibility in education quality
(ISCED, 1997). A view is expressed that short-
er education cycles ensure better cross-na-
tional comparability of academic degrees
and occupational competences (Bologna
Declaration, 1999). 
The changes in HE occurring in recent years
have led, in most countries, to an unparal-
leled diversification of education levels, diplo-
mas, titles and degrees. In the context of
unifying Europe ‘... this jungle of degrees
and systems is the biggest obstacle to mo-
bility in Europe. ... there are even more struc-
tures than countries in Europe: in some cas-
es there were up to 100 different academic
qualifications found within a single country’
(Wende, Westerheijden, 2002, pp. 118-119).
In the light of ideas set out in the Bologna
Declaration, this factor hampers the devel-
opment of the European higher education
area because it makes cross-national com-
parisons difficult and sometimes even im-
possible.
The Bologna Declaration, signed in 1999 by
29 countries, provided Europe-wide mo-
mentum for efforts to streamline the struc-
ture and adjust the nomenclature associat-
ed with diplomas, professional/vocational
titles and academic degrees. In keeping with
the declaration, many countries from out-
side the British tradition have introduced or
are now introducing bachelor/master pro-
grammes (Westerheijden, 2002; Two decades
of reform in higher education in Europe:
1980 onwards, 2000). 
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The article presents the es-
sential concept of reforms,
implemented in Poland’s edu-
cation system since the ear-
ly 1990s and some of their
outcomes. Special attention
is paid to one particular as-
pect of the reforms, i.e. struc-
tural diversification of the sys-
tem, leading to diversification
of education levels and cor-
responding diplomas. The ar-
ticle argues that this approach
promotes better access to edu-
cation since it takes account
of young people’s capabili-
ties and educational aspira-
tions. The article refers to se-
lected aspects of the struc-
tural reform of post-primary
education and its fundamen-
tal assumptions; it also high-
lights some effects of the im-
plemented changes. Looking
at the process of implement-
ing a two-cycle structure of
education (bachelor’s and
master’s) in tertiary educa-
tion, attention has been drawn
to the difficulties connected
with the social acceptance of
the first degree of studies
(bachelor’s = licencjat), which,
in the official rhetoric, have
been referred to as vocation-
al studies.
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leading to a bachelor degree are more fea-
sible than comparisons across uniform mas-
ter’s curricula. Moreover, the declaration sug-
gests that the first level (bachelor) should
be closely adjusted to market requirements.
The article presents some measures intend-
ed to facilitate implementation of the ex-
isting guidelines, with regard to local con-
ditions and international perspective.
The Polish educational system:
reform and changes
Two aspects of the reform seem to be es-
sential: structural changes and establishing
standards rendering possible comparison of
qualifications, recognition of certificates and
diplomas which would certify completion
of each stage of education.
The key features of the structural reform
of the education system and examination
rules are briefly described below (
2).
Obligatory common education has been ex-
tended to nine years. The former eight years
of primary education have been replaced by
two levels: six years of primary school and
three years of gymnasium. The gymnasi-
um constitutes the lower secondary level of
education, providing advances in broad pro-
files and helping pupils to develop social
skills and abilities.
Diversified post-gymnasium education in-
cludes six types of schools. A comprehen-
sive secondary school plays two roles:
❑ three-year general secondary school,
leading up to matura examination, intend-
ed for graduates of post-gymnasium schools,
who wish to continue their education at high-
er level;
❑ two-year supplementary lyceum, for grad-
uates of basic vocational schools who wish
to obtain a complete secondary education.
Among the remaining types of school, three
offer a diploma which confirms vocational
qualifications:
❑ four-year technical secondary school,
awarding a vocational qualification diplo-
ma; the matura certificate can be obtained
after graduation from the fourth grade of the
school;
❑ two to three-year basic vocational school,
awarding a vocational qualification diplo-
ma. Completion of the supplementary schools
(iii and iv below) allows graduates to take
the matura examination;
❑ three-year supplementary technical sec-
ondary school for graduates of basic voca-
tional schools. The school awards a voca-
tional qualification diploma and leads up
to the matura examination;
❑ three-year profiled lyceum, providing
general vocational preparation, leads up to
the matura examination as well.
The Scheme has been elaborated by the
Bureau for academic recognition and in-
ternational exchange reporting to the Min-
ister of National Education and Sport
http://www.buwiwm.edu.pl.
The reform of vocational education was
founded on the principle of broadly-pro-
filed education, which is intended to sup-
port flexibility and vocational mobility
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(
1) The government retained control
directly through the Ministry of Ed-
ucation (now Ministry of National
Education and Sport) or delegated
competences to representative bod-
ies of the academic community.
Among other things, the latter re-
tained control over minimum cur-
riculum requirements and conditions
for establishing new areas/subjects
of study. Compliance with the reg-
ulations in this respect has been en-
trusted to the National Accreditation
Committee (PKA) since January 2002.
(
2) Details on the reform of educa-
tion, its stages and particular focus
on vocational training are present-
ed in annual reports prepared un-
der the National Observatory pro-
gramme funded by the European
Training Foundation (See National
Observatory, 2002).
  Figure 1
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promotes general education and increas-
es its share in vocational post-gymnasium
schools.
One of the positive result of the structural
reform in post-gymnasium education is
the promising attempt to eliminate ‘the cul-
de-sac of education’, i.e. basic vocational
education, pursued by a significant propor-
tion of young people (
3). Those narrow-pro-
file schools virtually deprived teenagers of
the chance to obtain a matura certificate and
to continue their education at a higher lev-
el. Graduates of basic vocational schools are
the highest category of the unemployed in
Poland.
In 2002, 77 % of gymnasium graduates at-
tended schools which offered various types
of complete secondary programmes; 47 %
of gymnasium graduates had chosen gener-
al secondary schools, intended for young
people who wish to continue their educa-
tion. Those who decide against going to uni-
versity can train for an occupation in post-
secondary schools. In recent years, there has
been dynamic growth at this level of edu-
cation, especially in the non-state sector, with
up to 2.5-year post-lyceum schooling resulting
in a vocational qualification diploma.
The structural diversification runs in paral-
lel with the standardisation of examination
requirements. The previous principle, which
provided for internal examinations only, has
been replaced by examinations with ele-
ments of external assessment. Alongside the
structural changes, this is the second im-
portant feature of the reform in education,
implemented since 2002.
In 1998, the Minister of National Education
and Sport entrusted the Central Examination
Committee and regional examination com-
mittees with the standardisation of exter-
nal examinations. At present, nearly all lev-
els of education end with an examination
(or a test) based on uniform requirements.
The test conducted in the last grade of the
six-year primary school is intended to pro-
vide feedback for students, showing them
the areas where their performance has been
satisfactory and those which require harder
work.
The school year 2002/2003 was the first year
when admissions to post-gymnasium schools
depended, among other factors, on the re-
sults of indicative examinations conducted
at the end of gymnasium education. The ex-
aminations, conducted in accordance with
unified nation-wide requirements, were de-
signed to assist students in making the right
decision when choosing a post-secondary
school. The examinations were held by re-
gional examination committees.
One example of an external examination in
Poland is the exam confirming vocational
qualifications. Since 2004, graduates of vo-
cational schools have had the opportunity
to confirm their qualifications with an exam
(theoretical and practical) organised by
authorised centres, e.g. schools, education-
al establishments or employers. Standard re-
quirements are developed for specific oc-
cupations listed in the Classification of oc-
cupations for vocational education.
The matura also represents a complete de-
parture from the previous practice of inter-
nal examinations in favour of an external
assessment system. One of the goals of
the new matura format was to replace (in
whole or in part) higher education institu-
tions entrance examinations. Senates in most
public higher education institutions decid-
ed to recognise the matura results but, in
many cases, additional admission require-
ments were defined. Matura examinations
in the new format will be held for the first
time ever in 2005.
At this stage of the reform, it is too early
to assess its outcomes. It is also difficult to
assess the external evaluation system or
efforts to improve transparency of results.
Considerable adjustments to original as-
sumptions and delayed implementation of
certain elements of the reform distort the
rhythm of work and logical sequentiality. As
an example, in the preparatory work for ex-
ternal examination confirming vocational
qualifications, examination standards were
developed before the vocational qualifica-
tion standards. However, such occurrences
are hard to avoid with a comprehensive re-
form such as this and they are an inevitable
element associated with the complexity of
the entire undertaking.
Transparency through diversification in
higher education: Bologna Declaration
and status quo
The essential changes associated with struc-
tural diversification of diploma programmes
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(
3) In 1989, education in those schools
was continued by 45.9 % of primary
school leavers; in 1996, the respec-
tive percentage was 34 % and in
2002, 23 % (Education in the school
year 2002/2003, Polish Central Statis-
tics Office, GUS, Warsaw 2003).
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before the Bologna Declaration. Unified at
that time, the system began to transform in-
to a multi-level structure.
Alongside the five-year uniform and theo-
ry-focused master’s degree programmes
which prepare students for research work
or highly qualified professions (e.g. doctors,
teachers, lawyers), a two-level system struc-
ture has been gradually implemented. The
first level comprises three-year programmes
leading to the licentiate title and four-year
engineering programmes (equivalent to bach-
elor degree); the second level is a two-year
supplementary master’s degree programme.
Programmes leading to a licentiate title were
the first ones to arrive in academic institu-
tions of higher education. Most universi-
ties were language teaching colleges with
an independent organisational status. Short
programmes offered a chance to increase
the headcounts of first year students (the es-
sential ratio considered for allocation of state
funding) and ensure higher subsidies. For
academic institutions, such programmes were
a way to survive the hardships of reduced
government funding rather than a response
to public demand or the needs of an econ-
omy in transition.
The non-public higher education sector has
been developing in parallel with these changes
in public education. Non-state HE sector
was, and still is, based on short, mostly three-
year licentiate programmes, vocational by
definition, and, as such, became the starting
point for Poland’s binary system within high-
er education.
In legal terms the concept of higher voca-
tional education first appeared in 1997, when
the Act on higher vocational schools of June
27, 1997 came into force. Under this act (
4)
the binary system was legally sanctioned. It
paved the way for public schools which re-
sponded to local market needs (
5).
Data provided in Table 1 reflect the diver-
sification of higher education levels in the
past decade. Between 1994 and 2002, the
share of students in licentiate programmes
in the total number of students rose from
25.4 % to 43 %. Hence, this phenomenon
has had a considerable impact on the over-
all picture of higher education in Poland.
Notably, while the proportion of students in
master’s and licentiate programmes in the
public sector tended to stabilise, the pro-
portion in master’s programmes in non-pub-
lic universities has been growing steadily
since the 1998/99 academic year (Table 2).
This reflects the aspirations of the non-pub-
lic HE community to assume attributes of
academic institutions (a phenomenon known
as academic drift), the right to conduct mas-
ter’s degree programmes being one of such
attributes.
According to the official rhetoric, all first lev-
el of higher education programmes (e.g.
leading to licentiate/engineer degree) are
considered vocational. Otherwise, the pro-
grammes are supposed to have:
(a) industry-orientation and a significant pro-
portion of specialist knowledge in curricu-
la; 
(b) practical training as an important com-
ponent;
(c) a shorter period of study (usually three-
four years).
Are there enough reasons to justify this ‘ag-
gregated’ view on licentiate/engineer pro-
grammes (
6)?
The question arises whether programmes with
such varied origins can have any congruent
teaching profiles and, moreover, a vocation-
al profile, as suggested by the legal regula-
tions? Further on, does the position of such
programmes within academically focused in-
stitutions ensure the market-orientation ex-
pected of vocational studies? Doubts stem
from the fact that the academic community
is commonly thought to perform poorly in
teaching practical skills, whereas academic
education is focused on knowledge disci-
plines (see Barnett, Dunne and Carre, 1999).
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(
4) This direction of systemic trans-
formation (transition from integrat-
ed to binary HE systems), initiated
in the 1960s, still finds supporters
today (Teichler 1999).
(
5) After the act became effective,
non-state HE establishments have
also been founded on this basis; ear-
lier on, they operated under the leg-
islation applicable to academic in-
stitutions. The 1997 Act imposed sev-
eral detailed requirements (i.e. manda-
tory 15-week practical training for
schools founded under this act) which
were not applicable to academic in-
stitutions.
(
6) Further on in the text we will use
the term licentiate to refer to short,
three to four-year studies. Approx-
imately 2/3 of students in such pro-
grammes are enrolled in licentiate.
Students by level of higher education Table 1
Author’s own calculations based on yearbooks: Szkoły wyŻsze w roku szkolnym 1994/95 -1996/97
[Higher education establishments in 1994/5 -1996/7], Szkoły wyŻsze i ich finanse w latach 1997-
2002 [Higher education establishments and their finances in 1997-2002],- Polish Central Statistical
Office GUS, Warsaw, 1992-2003.
Level of study Academic years / students (%)
1994/95 1996/97 1997/98 1998/99 2000/01 2001/02 2002/03
Uniform master degree 71.2 58.3 53.5 49.3 44.8 44.0 43.4
programmes (5 years)
Supplementary 
master-degree 3.4 6.0 7.1 8.4 10.8 12.4 13.6
programmes (2 years)
Licentiate/engineering 25.4 35.7 39.4 42.3 44.4 43.6 43.0
programmes (3-4 years)
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academic institutions carry students in li-
centiate programmes to the level corre-
sponding to the first degree of university
studies with a theoretical focus (e.g. bach-
elor degree, academically oriented), where-
as programmes offered by other types of HE
institutions are thought to have a vocation-
al profile.
There has been an attempt to validate these
views in empirical research (
7) based on opin-
ions collected from students, rectors and em-
ployers. Below are the findings from sur-
veys conducted in 2001 with third year full-
time students in licentiate programmes (
8).
The problem is illustrated in analysis of stu-
dents’ expectations of licentiate programmes
set against the chances of those expectations
being fulfilled.
Despite the polarisation, the prevalent view
is that the main goal of three to four-year
programmes is to prepare students to work
in the respective occupations (Table 3).
A significant proportion of those surveyed
(40 %) see licentiate studies as the first
level of general studies, which enables
students to continue their education. Notably,
this duality of expectations, sometimes par-
allel but often intertwined, occurs regard-
less of the place where the expectations are
put to the test: in a vocational or an aca-
demic establishment.
Students who are most inclined to enrol in
such programmes are those who have pre-
viously failed entrance exams to master’s
studies. This means that they see licentiate
as their ‘second chance’. Hence, students at
short programmes have postponed but not
abandoned their educational aspirations.
From their perspective, the three to four-
year programmes are a way to achieve a
master’s degree. Consequently, they expect
to acquire general education, which will en-
able them to continue their studies since the
master’s degree continues to be highly val-
ued by the public.
A significant percentage of licentiate-to-be
(more than 80 %) declare their willingness
to continue their education (Table 4). At the
same time, there is a clear trend to combine
education with career, which explains the
dual student perception of licentiate: an in-
troduction to a job with an option to con-
tinue education, preferably in a public, ac-
ademic-type establishment. This model seems
to be most popular among students of non-
public schools and public vocational schools.
The survey shows that students’ expecta-
tions - irrespective of what they mean -
are most effectively fulfilled by state voca-
tional schools. Non-state schools are at the
opposite extreme: a significant percentage
of those surveyed negatively viewed their
performance in preparing for career or ed-
ucation at higher level. Public academic es-
tablishments are widely recognised for ful-
filment of academic goals but perform less
effectively with regard to job preparedness
(Table 5).
Higher vocational schools are more likely
to address the needs of students who are
primarily focused on learning an occupation
and gaining some practical training. Con-
versely, academic, especially state, institu-
tions will be more likely to fulfil the aspira-
tions of young people who seek a general
education even though they also offer in-
dustry-focused programmes (
9).The question
of fulfilling the aims of the Bologna Decla-
ration has a two-part answer: fulfilment is
broad in the quantitative sense but not very
transparent at the qualitative level. We are
dealing with a fairly advanced diversifica-
tion of curricula but there are considerable
problems with identifying qualifications con-
firmed by a licentiate diploma. In practice,
some of the programmes concluding with
the licentiate title - mostly offered in state
academic institutions - are a counterpart to
the first level of general studies, while some
of them are vocational. The aims and ob-
jectives of the programme are not clear
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Students in master’s and licentiate/Engineering programmes  Table 2
by state and non-state HE institutions (%)
Author’s own calculations based on yearbooks: Szkoły wyŻsze w roku szkolnym 1994/95 -1996/97
[Higher education establishments in 1994/5 -1996/7] Szkoły wyŻszei ich finanse w latach 1997-
2002 [Higher education establishments and their finances in 1997-2002],- Polish Central Statistical
Office GUS, Warsaw 1992-2003.
Level of Academic years / students (%)
study 1994/95 1996/97 1997/98 1998/99 2000/01 2001/02 2002/03
Total Master’s 74.6 64.3 60.6 57.7 55.6 56.4 57.0
Licentiate/ 25.4 35.7 39.4 42.3 44.4 43.6 43.0
engineer
State Master’s 77.5 72.7 72.1 71.8 70.5 70.3 69
Licentiate/ 22.5 27.3 27.9 28.2 29.5 29.7 30.4
engineer
Non-state Master’s 38.6 18.3 16.8 17.7 20.6 23.6 26.4
Licentiate/ 61.4 71.7 83.2 82.3 79.4 76.4 73.4
engineer
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dents. Consequently, employers are not cer-
tain whether a licentiate confirms higher ed-
ucation qualifications or perhaps just post-
secondary education.
Those difficulties are less conspicuous at a
local level. There are extensive information
campaigns run by individual HE establish-
ments, with media support. There are also
popular rankings of schools and departments
which offer a general idea of what to expect
of school X or school Y regarding the edu-
cation it provides.
Undoubtedly, at an international level, Pol-
ish licencjat and its underlying educational
content would become clearer if a distinc-
tion were introduced between general stud-
ies and industry- or sector-oriented studies
preparing students for a specific career. Fur-
thermore, this solution would introduce
greater clarity of diplomas, confirming an
academic degree in the former case and a
vocational title in the latter.
However, such changes would require amend-
ments to current legislation, a time-consuming
process with unpredictable outcomes. Thus,
supplements to diplomas, listing the subjects
and the associated skills, seem to be a more
realistic solution.
Conclusions
The effects of the structural reforms in Pol-
ish education, initiated in the 1990s, are ev-
ident only in higher education. At lower lev-
els, adopted measures will produce an out-
come in the longer term because the new
structure in post-gymnasium education was
started quite recently, i.e. in 2002.
However, the first positive effects of ef-
forts towards system integration deserve
mention. The academic community, which
had previously defined its own admission
rules, generally accepted the idea to replace
matura and entrance exams with a single ex-
am (new matura) based on transparent stan-
dards developed as a collaborative effort be-
tween secondary schools and higher edu-
cation institutions.
At higher education level, the introduction
of two-cycle studies alongside uniform five-
year master’s degree academic programmes
(preparing students for further research or
highly-skilled professions) improves young
people’s opportunity of further education as
it takes account of different levels in edu-
cational and academic abilities.
However, it should be noted that licentiate
(equivalent to a bachelor’s degree, both gen-
erally and vocationally oriented) is a new
category, still struggling to attain social le-
gitimacy in Poland. University education and
master’s degrees continue to be highly val-
ued by the public. The new vocational sec-
tor, embracing state and non-state higher vo-
cational institutions, is still seeking its iden-
tity. A significant proportion of those insti-
tutions are inclined to follow the ethos of
academic institutions (academic drift) but
the conditions in which they operate, es-
pecially problems with finding qualified staff,
seriously limit these aspirations.
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Essential goals of licentiate/engineering programme: students’  Table 3
opinions by type of HE establishment (%) 
Top-of-mind goals State vocational Academic establishments
schools State Non-state
Preparation for work 56.3 53.9 54.2
First level of general studies 40.4 40.2 41.5
Other responses 3.3 5.9 4.3
Students in licentiate/engineering: plans after graduation  Table 4
by type of establishment (%)
Plans after graduation State vocational Academic establishments
schools State Non-state
Supplementary master’s degree studies 31.4 42.7 25.7
Supplementary master’s degree studies 55.2 34.8 63.1
combined with a job
Job 2.5 4.7 1.4
Other plans 1.5 1.8 1.1
Not sure yet 9.4 16.0 8.7
Essential goals of licentiate/engineering programmes and their  Table 5
fulfilment: students’ opinions by type of establishment (%)
Answer State vocational Academic establishments
schools State Non-state
Job preparedness
Very good  13.3 7.5 3.8
Quite good 76.3 67.4 63.1
Very bad or none 10.4 25.1 33.1
Preparation for second level of higher education
Very good  5.1 9.2 5.3
Quite good 79.3 80.2 73.4
Very bad or none 15.6 10.6 21.3
Cedefop
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Reading
Information, comparative
studies
Governance and marketisation in voca-
tional and continuing education / Huse-
mann, Rudolf and Heikkinen, Anja (eds.)
New York: Peter Lang Verlag, 2004, 214 p.
(Studien zur Erwachsenenbildung, 21)
ISBN 3-631-50533-7
Globalisation and individualisation, decreasing
public means, political strategies of decen-
tralisation, increasing participation of social
groups and growing markets are discussed
as main aspects of the current changes in
vocational and continuing education. A com-
prehensive and integrating theoretical con-
cept of analysis and understanding of these
changes is widely missing, but necessary for
a supra-national level of observation and
comparison. The book includes a survey on
this segment of education in several Euro-
pean countries, Australia and the USA. The
folio of analysis and comparison is given by
the concept of governance, which allows
a theoretical and empirical approach to
the field of vocational and adult educa-
tion. The contributions give an outline of
governance and marketisation strategies from
an international, national and sectoral per-
spective and present a frame of perception
and interpretation on a general level.
Researching widening access to lifelong
learning/ ed. by Michael Osborne, Jim
Gallacher and Beth Crossanp.
London: Routledge, 2004, 256 p.
ISBN 0-415-32236-7
The first section of the book comprises re-
search studies from around the world, re-
flecting the diversity of contexts in which
widening access is researched, and consid-
ers issues central to the access debate, in-
cluding different understandings of the con-
cept of access, organisational and structur-
al change, curriculum development, entry
policies, performance and retention and
labour market outcomes. The second illus-
trates a range of diverse and innovative
methodological approaches that have been
employed by researchers in the field and
considers the range of approaches available
to researchers. Given the growing concern
around the world on the need to combat so-
cial exclusion and to improve economic cir-
cumstances through access to lifelong learn-
ing, this book acts as a unique reference point
informing the ongoing debate, exploring the
interrelationship between research, policy
and practice. It will be essential reading for
students, academics and policymakers  re-
searching the global phenomenon of widen-
ing access to education.
Quality management in vocational train-
ing: the use of standards and their dif-
ferent applications / Fernando Vargas
Zuñiga, International Labour Organiza-
tion; Swiss Agency for Development and
Cooperation 
Montevideo: Cinterfor, 2004, 65 p.
ISBN 92-9088-168-2
Quality is not a new issue in vocational train-
ing, but the use of international standards
within institutions in order to create new in-
stitutional cultures is. In the framework of
the implementation of total quality man-
agement strategies, more and more Latin
American and Caribbean vocational training
institutions are using international standards,
quite successfully, to certify the quality of
their training processes. This document does
not intend to be a technical reader for the
application of standards. Instead, it seeks to
reflect the experiences and motivations of
those who both inside and outside the in-
stitutions have been in touch with these
processes. Theoretical references regarding
standardization as the philosophical basis of
quality centred on continual improvement
have been included in this document. Also,
various training institution experiences re-
garding quality certification are reported and
there is a final section where the substantial
part of a number of standards regarding in-
stitutional work is presented. 
http://ilo.law.cornell.edu/public/english/
region/ampro/cinterfor/publ/papel/12/pdf/
papel12.pdf 
Europe International
This section has been
prepared by
Anne Waniart,
and the Documenta-
tion Service with the
help of the members of
the European network
of reference and
expertise (ReferNet). 
This section lists the most
important and recent publi-
cations on developments in
training and qualifications at
an international and Euro-
pean level. Giving preference
to comparative works, it al-
so lists national studies car-
ried out as part of interna-
tional and European pro-
grammes, analyses of the im-
pact of Community action on
the Member States and na-
tional studies seen from an
external perspective.
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world: the education crisis / edited by
Kenneth Wain. New York: Peter Lang Ver-
lag, 2004, 362 p.
(Counterpoints: studies in the postmodern
theory of education, 260)
ISBN 0-8204-6836-3
Lifelong learning has become a key concern
as the focus of educational policy has shift-
ed from mass schooling toward the learn-
ing society. The shift started in the mid 1960s
and early 1970s under the impetus of a group
of writers and adult educators, gravitating
around UNESCO, with a humanist philoso-
phy. The vocabulary of that movement was
appropriated in the 1990s by other interests
with a very different performativist agenda
emphasising effectiveness and economic
outcomes. This change of interest, described
in the book, has signified the death of edu-
cation. The Learning Society in a Postmod-
ern World explores different theoretical re-
sources to respond to this situation, main-
ly those that propose some restoration of an
educated public or,  to the contrary, indi-
vidual self-creation, and uses the works of
a broad range  of philosophers and thinkers
- notably MacIntyre, Habermas, Foucault,
Derrida,  Rorty, and Baudrillard. In addition,
it raises important questions about post-
modern and post-structuralist responses to
education in the post modern world.
A world of learning at your fingertips:
pilot projects under the eLearning ini-
tiative: / European Commission. Direc-
torate General for Education and Culture
Luxembourg: EUR-OP, 2004, 161 p.
The European Commission eLearning Ini-
tiative was launched in May 2000 in order to
speed up the effective integration of ICT in
the education and training systems in Europe.
E-learning is the use of new multimedia tech-
nologies and the internet to improve the qual-
ity of learning by providing access to re-
sources and services, as well as remote ex-
changes and collaboration. The eLearning
Initiative has four plans of action: the de-
ployment of the necessary infrastructure and
equipment for sparking the growth of e-learn-
ing; specific training at all levels and partic-
ularly for teachers and trainers; the cre-
ation of the necessary conditions for the de-
velopment of quality educational contents
and services and hastening the networking
and co-operation at European level. 
http://libserver.cedefop.eu.int/vetelib/eu/pub/
commission/dgeac/2004_0008_en.pdf
Bologna Bergen summit 2005: towards
the European higher education area
Bologna process
Oslo: Secretariat of the Bologna Follow-up
Group, 2004
The Bologna Follow-up Group (BFUG) is
composed of the representatives of all mem-
ber states of the Bologna Process plus the
European Commission, with the Council
of Europe, the EUA, EURASHE, ESIB and
UNESCO/CEPES as consultative members.
In its last meeting before Berlin, the BFUG
discussed the future steering of the Bologna
Process. The process had developed into a
range of complex activities based on the
common political will of ministers and aimed
at strengthening the international co-opera-
tion between all member states and part-
ners. In his report to the Berlin Ministerial
Conference, Professor Pavel Zgaga stated
that the main tasks of the steering structures
in the coming years would be: (1) to or-
ganise the further follow-up program after
the Berlin Communiqué (2) to organise
the stock-taking exercise (3) to secure con-
tinuity and further clarification of the prin-
ciples of the Bologna Process (4) to secure
close co-operation with relevant stakehold-
ers (5) to prepare the next ministerial con-
ference. 
www.bologna-bergen2005.no/
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Building skills for the information so-
ciety / European Commission, Direc-
torate General Information Society
Brussels: European Commission, 2004
In a world where knowledge and informa-
tion are paramount, European citizens need
new skills to adapt to rapidly changing life
and work environments and to be able to
fully participate in society. Ensuring that
everyone can effectively use and benefit
from Information and Communications Tech-
nology (ICT) in life and work, for accessing
information, communicating and learning is
now a priority for Europe.
http://europa.eu.int/information_society/
edutra/skills/index_en.htm
Delivering Lisbon reforms for the en-
larged Union: report from the Commis-
sion to the Spring European Council
Luxembourg: EUR-OP, 2004, 73 p.
(Documents COM ; (2004) 29)
This fourth report shows the state of progress
made since 2000. it invites the European
Council to size the opportunities provided
by the economic recovery and by the com-
ing enlargement, and to give the necessary
impetus to carry the Lisbon strategy forward.
it highlights that measures taken at the Euro-
pean level are only part of the formula for
putting the Lisbon strategy on the right track;
numerous reforms and investments, which
are the responsibility of the Member Sates,
have yet to be achieved. Among the prior-
ities for 2004: the Member States must now
commit themselves more firmly to pursuing
the reforms in three priority areas: 1) im-
proving investments in knowledge and net-
works; 2) strengthening the competitiveness
for European enterprises; and 3) promoting
active ageing. A new mid-term review will
be prepared for 2005. 
http://libserver.cedefop.eu.int/vetelib/eu/leg/
eurodoc/2004/com_2004_0029_en.pdf
Economics of education in Europe / Euro-
pean Expert Network on Economics of
Education
Munich: EENEE, 2004p.
"In the 2000 Lisbon agenda, the European
Council documented the need for invest-
ments in education and training to close the
skills gap as one of the leading challenges
facing the European.To address this chal-
lenge, it is crucial to understand the process-
es which underlie the accumulation of hu-
man capital, both in the education system
and in the process of lifelong learning. The
analysis of the economic and social deter-
minants and consequences of education is
the realm of the economics of education.
Education economists analyse the effects of
education on wages, employment, economic
growth and social equality. The knowledge
created by the economics of education can
thus assist governments in optimizing their
policies through better-informed choices,
thereby helping to reach the goal of sus-
tainable and equitable growth with an en-
compassing participation of all citizens."
www.education-economics.org/
Improving opportunities for adult learn-
ing in the acceding and candidate coun-
tries of Central and Eastern Europe /
Fragoulis, Haralabos; Masson, Jean-Ray-
mond and Klenha, Vaclav. 
In: European Journal of Education, Vol.
39, No 1, p. 9-30 (2004)
Oxford: Blackwell Publishers, 2004
ISSN 0141-8211
"Following a short review of the key aspects
of adult education under the previous sys-
tems, it highlights the main internal and ex-
ternal driving forces behind the major changes
introduced in this field and illustrates the
developments in the legislative, institution-
al and delivery frameworks that reflect those
changes. In the light of the new context of
employment and working conditions, the
article then analyses the emerging patterns
of participation in adult learning and the dis-
parities amongst regions, sectors and groups
which persist. It concludes with a presen-
tation of selected key issues and challenges
lying ahead for these countries, especially
in view of their required contribution to the
success of the European strategy for a com-
petitive and knowledge-based economy,
growth and social inclusion." 
Innovation through the European Social
Fund
Luxembourg: EUR-OP, 2004, 107 p.
ISBN 92-894-6110-1
‘The European Social Fund (ESF) is the main
financial tool through which the European
Union supports the development of people's
skills in order to improve their prospects for
Journal EN Nr 33.qxd  23-05-05  14:19  Page 81work. For the current programming period
2000-2006, the Fund supports measures to
prevent and combat unemployment and
to develop human resources and social in-
tegration into the labour market. By doing
so, it promotes not only a high level of em-
ployment and equality between men and
women, but also sustainable development
and economic and social cohesion. Fur-
thermore, the Fund contributes to putting
the European employment strategy's prior-
ities into practice.’ 
http://libserver.cedefop.eu.int/vetelib/eu/pub/
commission/dgesa/2004_0020_en.pdf
Research and technology development
in information society technologies: five-
year assessment: 1999-2003: interim pan-
el report
Brussels: European Commission, 2004, 60 p.
It is vital for Europe to have an RTD Pro-
gramme in Information Society Technolo-
gies at EU level. The Panel strongly em-
phasises the need to reinforce collaboration
across borders within the EU, as well as col-
laboration between industrial, governmen-
tal and academic institutions. Europe should
therefore continue to invest in IST research
at a level that can ensure continued leader-
ship and a ‘critical mass’ of effort in key
areas.
http://libserver.cedefop.eu.int/vetelib/eu/pub/
commission/dgeac/2004_0009_en.pdf
Validation of formal, non-formal and in-
formal learning: policy and practices in
EU Member States / Colardyn, Danielle
and  Bjørna °vold, Jens
In: European Journal of Education Vol 39,
No 1, p. 70-89 (2004)
Oxford: Blackwell Publishers, 2004
ISSN 0141-8211
Gradually, validation of non-formal and
informal learning is becoming a key as-
pect of lifelong learning policies. Lifelong
learning, it is asserted, requires that learn-
ing outcomes from different settings and
contexts can be linked together. As long
as learning, skills and competences acquired
outside formal education and training re-
main invisible and poorly valued the am-
bition of lifelong learning cannot be achieved.
Virtual models of European universities:
draft final report to the EU Commission,
DG Education and  Culture / Ramboll
Management.
Brussels: European Commission, 2004, 228 p.
The aim of the study was to analyse the cur-
rent and potential future use of ICT by Euro-
pean universities for educational and or-
ganisational purposes. Four clusters of Univer-
sities: 1. the front-runner universities (18%),
distinguished by their pre-eminence in all
respects, including their level of coopera-
tion with other universities and other sup-
pliers of education., 2. the cooperating uni-
versities (33%), characterized by the exten-
siveness of their involvement in strategic co-
operation with both domestic and foreign
universities and with other education sup-
pliers. They are, like the front-runners, quite
advanced in the integration of ICT into their
campus-based teaching, but show a more
limited use of e-learning courses and digi-
tal services. 3. the self-sufficient universities
comprise the largest cluster, encompassing
36% of the universities. Their level of ICT
integration in the organisational and edu-
cational setting is similar to that of the co-
operating universities, but they engage in
strategic co-operation with other universi-
ties or suppliers of education only to a min-
imal degree. 4. the sceptical universities (15%)
are observed to be lagging behind the rest
in almost every respect. They are charac-
terised by a limited use of digital services,
limited ICT integration in their on-campus
teaching, and a very low proportion of e-
learning courses.
http://libserver.cedefop.eu.int/vetelib/eu/pub/
commission/dgeac/2004_0010_en.pdf
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DK
Fremtidens uddannelser: den
ny faglighed og dens forud-
sætninger / Henrik Busch, Nikolaj Fry-
densbjerg Elf og Sebastian Horst. Un-
dervisningsministeriet - UVM, Uddan-
nelsesstyrelsen
Copenhagen: UVM, 2004. (Uddannelses-
styrelsens temahæfteserie, nr. 2-2004), 94 p.
This publication contains a short analysis
and a number of concrete recommendations
for educational political initiatives with the
aim of ensuring professionalism and its pre-
requisites in the entire educational system.
The three authors primarily base their analy-
ses and recommendations on reports from
the four working groups appointed by the
National Education Authority. In the period
2001-2003 the working groups met to de-
scribe the prerequisites for the new pro-
fessionalism in the education of the future.
The working groups focused especially on
the four teaching subjects mathematics, Dan-
ish, foreign languages and natural sciences.
DE
Arbeitsprogramm 2003 des Bun-
desinstituts für Berufsbildung
/ Hildegard Baarß [et al.] [2003 Federal
Institute for Vocational Training - BIBB
- activity report]
Bonn: BIBB, 2003, 292 p.
ISBN 3-88555-735-5
With the publication of its 2003 report, the
BIBB offers insight into its broad range of
activities. The publication identifies the In-
stitute's research projects, which are or-
ganised into seven research lines, and lists
internationally commissioned research and
other externally financed projects. It also
presents ongoing projects and an overview
of current pilot projects. A comprehensive
list of key words makes it easy for users to
locate research projects and other activi-
ties.
EE
Estonia: resource dossier / pre-
pared by Helmut Zelloth in co-
operation with the Estonian National
Observatory. European Training Foun-
dation - ETF, Enlargement and South
Eastern Europe Department. National
Observatory of Estonia
Turin: ETF, 2004, 23 p.
The purpose of this dossier is to compile
relevant information in order to make it eas-
ier to transfer  ETF know-how and resources
to Cedefop, as agreed in terms of the exit-
entry approach. This dossier contains: a) A
list of resources and documents associated
with the process of vocational education re-
form. These resources are policy-related
or analytical documents that highlight areas
of principal concern in the reform process.
The materials and documents are classi-
fied under three main headings - Employ-
ment, Education and Training, and Gener-
al. b) A list of contacts and networks. The
contacts are classified according to six main
categories - Government Agencies, Devel-
opment and Research Agencies, Non-Govern-
mental Organisations, Social Partners, Dis-
tance Education Centres and Vocational Guid-
ance Institutions. c) A list of key websites
of agencies involved in the reform process.
d) A chronology highlighting major steps in
the reform process has been included in sec-
tion 5.
ES
Empleo autónomo y empleo
asalariado: análisis de las carac-
terísticas y comportamiento del au-
toempleo en España / Carlos Iglesias
Fernández, Raquel Llorente Herasp.
[Self-employment and salaried employment:
analysis of the characteristics and behav-
ioural patterns of self-employment in Spain]
Madrid: Ministerio de Trabajo y Asuntos So-
ciales, 2004. 163 p.
(Colección Informes y Estudios. Serie Em-
pleo, 19)
This study analyses the dynamics of self-em-
ployment in Spain as a vehicle for job cre-
ation, in particular as a job-placing strategy
for women. It is structured in five chapters.
The first chapter is devoted to the evolution
and features of self-employment in Spain.
The second chapter analyses the evolution
of self-employment in relation to economic
cycles, transition between jobs, sector change,
and new work trends. Chapter three deals
From the Member States
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to join the labour market. The fourth chap-
ter evaluates the measures that have been
taken in those labour policies that aim at cre-
ating jobs. Finally, chapter five summarises
the results of these employment measures
and presents a series of proposals for the
promotion of self-employment. 
FR
L'expérience comme moteur de
l'orientation tout au long de la
vie / Robert Solazzi (ed.)
[Experience as the driving force of lifelong
guidance]
In: L'indécis Numéro spécial: n° 52 - 53 (mars
2004), various paginations.
Lyon: Trouver/Créer, 2004
ISSN 1273-1269 p.
This issue is devoted to the University of au-
tumn 2003, on the subject of experience
as the driving force of lifelong guidance. You
will find a presentation of the workshops of
the first day, which were directed by experts:
validation of the 'acquis' of experience, Ex-
perience and ethics, Experience and co-con-
struction of the territorial project, Experience
and the method of life histories, scientific
experiences and experience of self-devel-
opment.
www.trouver-creer.org/documents/Ind%
E9cis%2052-53%20-%201s.zip
IE
Submission of National Qualifi-
cations Authority of Ireland to
OECD Higher Education Review / Na-
tional Qualifications Authority of Ireland
NQAI. Dublin: NQAI, [2004], 15 p.
This submission presents a summary of
the work of the National Qualifications Author-
ity of Ireland and of the role of higher ed-
ucation awarding bodies. It outlines the na-
tional framework of qualifications and its
purpose. It discusses the work of the NQAI
in the light of the Bologna Declaration and
the subsequent meeting in Berlin (Septem-
ber 2003), which supported the develop-
ment of an overarching European frame-
work of higher education qualifications. The
report recommends that the Review Group
takes into account the two key sectors of
learning with which higher education links
- the school sector and the diverse further
education and training sector. It also rec-
ommends that the Group should consider:
the nature and status of professional bodies
and the impact these bodies have on high-
er education; the issue of student support
systems; rationalising the roles of the vari-
ous agencies in further and higher educa-
tion and examining the roles of providers of
further and higher education and training. 
www.nqai.ie/authorityoecdsubmission
outline41.pdf
MT
Malta: resource dossier / pre-
pared by the Enlargement and
South Eastern Europe department in co-
operation with the Ministry of Educa-
tion in Malta. European Training Foun-
dation - ETF, Enlargement and South
Eastern Europe Department
Malta. Ministry of Education
Turin: ETF, 2004. , 23 p.
The purpose of this dossier is to compile
relevant information in order to make it eas-
ier to transfer  ETF know-how and resources
to Cedefop, as agreed in terms of the exit-
entry approach. This dossier contains: a) A
list of resources and documents associat-
ed with the process of vocational education
reform. These resources are policy-related
or analytical documents that highlight areas
of principal concern in the reform process.
The materials and documents are classified
under three main headings - Employment,
Education and Training, and General. b)
A list of contacts and networks. The con-
tacts are classified according to six main cat-
egories - Government Agencies, Develop-
ment and Research Agencies, Non-Govern-
mental Organisations, Social Partners, Dis-
tance Education Centres and Vocational
Guidance Institutions. c) A list of key web-
sites of agencies involved in the reform
process. d) A chronology highlighting ma-
jor steps in the reform process has been in-
cluded in section 5.
http://libserver.cedefop.eu.int/vetelib/nat/mlt/gov/
2004_0001_en.doc
AT
The accreditation model: poli-
cy transfer in higher education
in Austria and Britain / John Pratt
[S.l.]: Symposium Books, 2004, 300 p.
ISBN 1-873927-74-6
In 1993 the Austrian Government introduced
legislation to create a new "Fachhochschule"
(FHS) sector of vocationally oriented high-
er education. This established a new kind
of body - the Fachhochschulrat - to 'accredit'
VOCATIONALTRAININGNO33 EUROPEANJOURNAL
Cedefop
84
Journal EN Nr 33.qxd  23-05-05  14:19  Page 84VOCATIONALTRAININGNO33 EUROPEANJOURNAL
Cedefop
85
courses and eventually to designate institu-
tions. The Fachhochschule policy appears
to have been highly successful. The intro-
duction of this 'accreditation model' was re-
markable, in that it drew on experience of
the Council for National Academic Awards
and polytechnic policy in Britain - a coun-
try with a very different tradition in higher
education and with different constitutional
context. The model was a radical departure
from the Austrian tradition of central polit-
ical control and was, controversially, favoured
over more obvious alternatives. The study
will examine how this new approach to pol-
icy and control in higher education was
introduced in Austria. It offers an unusual
opportunity to investigate how a policy was
transferred from another country and to com-
pare the use of a similar institutional mech-
anism in different contexts. It will assess the
factors that led to its acceptance, the suc-
cess of the policy and its impact on the high-
er education system and more widely. 
PT
As indústria do cimento, cal, ges-
so e derivados em Portugal / au-
toria de Carla Rodrigues e Catarina Cu-
rado.
[The cement, lime and plaster industries and
their derivatives in Portugal]
Lisbon: INOFOR, 2001, 169 p.
(Estudos sectoriais ; 19)
ISBN 972-8619-24-3
This study, dealing with the industries men-
tioned in the title and conducted by INOFOR
within the framework of its project "Evolu-
tion of qualifications and diagnosis of train-
ing requirements", aims to identify the skills
of individuals in specific occupations and
work contexts, and also employment and
training policies. It attempts to analyse the
current situation in this sector from an eco-
nomic and social perspective, and to carry
out a long-term analysis of corporate strate-
gies.
UK
European and global networks
for VET research and devel-
opment / Michael Frearson; Tom Lenay 
In: Learning and Skills Research, autumn
2003, p. 17-18 
This article describes the development of
two projects with an international perspec-
tive on vocational education and training in
which the UK is actively participating: Cede-
fop ReferNet and the Unesco UNEVOC. 
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Cedefop
European Centre for the Development
of Vocational Training
PO Box 22427
GR-55102 Thessaloniki, Greece
Tel. (30) 2310 49 00 79
Fax (30) 2310 49 00 43
Mr Marc Willem
Head of Area D - Information,
communication and dissemination
E-mail: mwi@cedefop.eu.int
Internet: http://www.cedefop.eu.int
http://www.trainingvillage.gr
FOREM
Office wallon de la Formation
professionnelle et de l’Emploi
Boulevard Tirou 104
B-6000 Charleroi, Belgium
Tel. (32-71) 20 61 67
Fax (32-71) 20 61 74
ReferNet National Co-ordinator:
Ms Sigrid Dieu
E-mail: sigrid.dieu@forem.be
Internet: http://www.leforem.be
NVF
Národní vzdelávací fond
Opletalova 25
CZ-11000 Praha 1, 
Czech Republic
Tel. (420-2) 24 50 05 40
Fax (420-2) 24 50 05 02
ReferNet National Co-ordinator:
Ms Vera Czesana
E-mail: czesana@nvf.cz
Internet: http://www.nvf.cz
CIRIUS
Center for Information og Rådgivning
om International Uddannelses- og
Samarbejdsaktiviteter
Fiolstræde 44
DK-1171 København K, Denmark
Tel. (45-33) 95 70 00
Fax (45-33) 95 70 01
ReferNet National Co-ordinator:
Mr Sven-Erik Povelsen
E-mail: sep@CiriusMail.dk
Internet: http://www.ciriusonline.dk
BIBB
Bundesinstitut für Berufsbildung
Robert-Schumann-Platz 3
D-53142 Bonn, Germany
Tel. (49-228) 107 16 02
Fax (49-228) 107 29 74
ReferNet National Co-ordinator:
Mr Georg Hanf
E-mail: hanf@bibb.de
Internet: http://www.bibb.de
INNOVE
Elukestva Õppe Arendamise Sihtasutus
Liivalaia 2
EE-10118 Tallinn, Estonia
Tel. (372) 69 98 080
Fax (372)  69 98 081
ReferNet National Co-ordinator:
Ms Evelin Silla
E-mail: evelin.silla@innove.ee
Internet: http://www.innove.ee
OEEK
Organismos Epangelmatikis Ekpaidefsis
kai Kartartisis
Ethnikis Antistasis 41 and
Karamanoglou
GR-14234 Athina
Greece
Tel. (30) 210  77 22 08
Fax (30) 210 2 71 49 44
ReferNet National Co-ordinator:
Mr Argyros Protopappas
E-mail: tm.t-v@oeek.gr
Internet: http://www.oeek.gr
INEM
Servicio Público de Empleo Estatal
Condesa de Venadito 9
E-28027 Madrid
Spain
Tel. (34-91) 585 95 82
Fax (34-91) 377 58 81
ReferNet National Co-ordinator:
Ms María Luz de la Cuevas Torresano
E-mail: mluz.cuevas@inem.es
Internet: http://www.inem.es
Centre INFFO
Centre pour le développement de
l’information sur la formation
permanente. 4, avenue du Stade de
France, FR-93218 Saint Denis de la
Plaine Cedex, France
Tel. (33-1) 55 93 91 91
Fax (33-1) 55 93 17 28
ReferNet National Co-ordinator:
Ms Henriette Perker
E-mail: h.perker@centre-inffo.fr
Internet: http://www.centre-inffo.fr/
FÁS
Training and Employment Authority
P.O. Box 456
27-33 Upper Baggot Street
Dublin 4
Ireland
Tel. (353-1) 607 05 36
Fax (353-1) 607 06 34
ReferNet National Co-ordinator:
Ms Jean Wrigley
E-mail: jean.wrigley@fas.ie
Internet: http://www.fas.ie
ISFOL
Istituto per lo sviluppo della
formazione professionale dei lavoratori
Via Morgagni 33
I-00161 Roma, Italy
Tel. (39-06) 44 59 01
Fax (39-06) 44 29 18 71
ReferNet National Co-ordinator:
Mr Colombo Conti
E-mail: c.conti@isfol.it
Internet: http://www.isfol.it
Human Resource Development
Authority of Cyprus
2 Anavissou Street, Strovolos
P.O. Box 25431
CY-1392 Nicosia
Cyprus
Tel. (357-22) 39 03 63
Fax (357-22) 42 85 22
ReferNet National Co-ordinator:
Mr George Siekkeris
E-mail: g.siekkeris@hrdauth.org.cy
Internet: http://www.hrdauth.org.cy
Academic Information Centre
Valnu iela 2
LV-1050 Riga
Latvia
Tel. (371-7) 21 23 17
Fax (371-7) 22 10 06
ReferNet National Co-ordinator:
Ms Baiba Ramina
E-mail: baiba@aic.lv
Internet: http://www.aic.lv
PMMC
Methodological Centre for Vocational
Education and Training
Gelezinio Vilko g. 12
LT-2600 Vilnius, Lithuania
Tel. (370-5) 21 23 523
Fax (370-5) 24 98 183
ReferNet National Co-ordinator:
Ms Giedre Beleckiene
E-mail: giedre@pmmc.lt
Internet: http://www.pmmc.lt
Ministère de l’Éducation nationale et
de la Formation professionnelle 
Service de la Formation professionnelle 
29, rue Aldringen
L-2926 Luxembourg
Luxembourg
Tel. (352) 47 85 241
Fax (352) 47 41 16
ReferNet National Co-ordinator:
Mr Jos Noesen
E-mail: noesen@men.lu
Internet: http://www.men.lu
OMAI
Oktatási Minisztérium Alapkezelö
Igazgatósága
Ajtosi Durer Sor 19-21
HU-1146 Budapest
Hungary
Tel. (36-1) 30 46 62 391
Fax (36-1) 30 13 242
ReferNet National Co-ordinator:
Mr Tamas Köpeczi-Bocz
E-mail: kopeczit@omai.hu
Internet: http://www.nive.hu
Department of Further Studies and
Adult Education
Ministeru ta’ l-Edukazzjoni Room 325,
Education Division
Great Siege Road, MT-CMR02 Floriana,
Malta. Tel. (356-21) 22 81 94
Fax (356-21) 23 98 42
ReferNet National Co-ordinator:
Ms Margaret M Ellul
E-mail: margaret.m.ellul@gov.mt
Internet: http://www.education.gov.mt
CINOP
Centrum voor Innovatie van
Opleidingen
Pettelaarpark - Postbus 1585
NL-5200 BP ‘s-Hertogenbosch
Netherlands
Tel. (31-73) 680 08 00
Fax (31-73) 612 34 25
ReferNet National Co-ordinator:
Ms Martine Maes
E-mail: mmaes@cinop.nl
Internet: http://www.cinop.nl
IBW
Institut für Bildungsforschung der
Wirtschaft
Rainergasse 38
A-1050 Wien
Austria
Tel. (43-1) 54 51 10
Fax (43-1) 54 51 67 122
ReferNet National Co-ordinator:
Mr Thomas Mayr
E-mail: mayr@ibw.at
Internet: http://www.ibw.at
BKKK
Co-operation Fund
ul. Górnoslaska 4A 
PL-00444 Warszawa
Poland
Tel. (48-22) 62 53 937
Fax (48-22) 62 52 805
ReferNet National Co-ordinator:
Ms Kinga Motysia
E-mail: kingam@cofund.org.pl
Internet: http://www.cofund.org.pl
IQF
Institute for Quality in Training (former
INOFOR)
Avenida Almirante Reis, n.º 72
P-1150-020 Lisboa
Portugal
Tel. (351-21) 81 07 000
Fax (351-21) 81 07 190
ReferNet National Co-ordinator:
Ms Fernanda Ferreira
E-mail: fernanda.ferreira@inofor.gov.pt
Internet: http://www.inofor.pt
CP
Centra RS za poklicno izobrazevanje
Ob Zeleznici 16
SI-1000 Ljubljana
Slovenia
Tel. (386-1) 58 64 216
Fax (386-1) 54 22 045
ReferNet National Co-ordinator:
Ms Mojca Cek
E-mail: mojca.cek@cpi.si
Internet: http://www.cpi.si
S ˇIOV
State Institute of Vocational Education
and Training
C ˇernys ˇevskeho 27
SK-85101 Bratislava, Slovakia
Tel. (421-2) 62 41 06 78
Fax (421-2) 62 41 06 78
ReferNet National Co-ordinator:
Ms Dagmar Jelinkova
E-mail: sno@netax.sk
Internet: http://www.siov.sk
OPH
Opetushallitus
Hakaniemenkatu 2
P.O. Box 380
FI-00531 Helsinki
Finland
Tel. (358-9) 77 47 71 24
Fax (358-9) 77 47 78 65 or 69
ReferNet National Co-ordinator:
Mr Matti Kyrö
E-mail: matti.kyro@oph.fi
Internet: http://www.oph.fi
ReferNet – European network of reference and expertise
` ,
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Skolverket - Statens Skolverk
Kungsgatan 53
S-10620 Stockholm
Sweden
Tel. (46-8) 723 32 00
Fax (46-8) 24 44 20
ReferNet National Co-ordinator:
Mr Sten Pettersson
E-mail: Sten.Pettersson@skolverket.se
Internet: http://www.skolverket.se
QCA
Qualifications and Curriculum Authority
83 Piccadilly
UK-W1J8QA London
United Kingdom
Tel. (44-20) 75 09 55 55
Fax (44-20) 75 09 66 66
ReferNet National Co-ordinator:
Mr Tom Leney
E-mail: leneyt@qca.org.uk
Internet: http://www.qca.org.uk
EDUCATE Iceland
Grensásvegur 16a
IS-108 Reykjavik
Iceland
Tel. (354) 511 26 60
Fax (354) 511 26 61
ReferNet National Co-ordinator:
Mr Arnbjörn Ólafsson
E-mail: arnbjorn@mennt.is
Internet: http://www.mennt.is/
TI
Teknologisk Institutt
Akersveien 24C
N-0131 Oslo
Norway
Tel. (47-22) 86 50 00
Fax (47-22) 20 42 62
ReferNet National Co-ordinator:
Ms Signe Engli
E-mail: signe.a.engli@teknologisk.no
Internet: http://www.teknologisk.no
CINTERFOR/OIT
Centro interamericano de investigación
y documentación sobre formación
profesional
Avenida Uruguay 1238
Casilla de correo 1761
UY-11000 Montevideo
Uruguay
Tel. (598-2) 92 05 57
Fax (598-2) 92 13 05
Internet: http://www.cinterfor.org.uy
DG EAC
European Commission
Directorate-General for Education and
Culture
Rue de la Loi 200
B-1049 Bruxelles
Belgium
Tel. (32-2) 299 42 08
Fax (32-2) 295 78 30
Internet: http://europa.eu.int
EFVET
European Forum of Technical and
Vocational Education and Training
Rue de la Concorde 60
B-1050 Bruxelles
Belgium
Tel. (32-2) 51 10 740
Fax (32-2) 51 10 756
Internet: http://www.efvet.org
ETF
European Training Foundation
Villa Gualino
Viale Settimio Severo 65
I-10133 Torino
Italy
Tel. (39-011) 630 22 22
Fax (39-011) 630 22 00
Internet: http://www.etf.eu.int
European Schoolnet
Rue de Trèves 61
B-1000 Bruxelles
Belgium
Tel. (32-2) 790 75 75
Fax (32-2) 790 75 85
Internet: http://www.eun.org
EURYDICE
The Education Information Network in
Europe
Avenue Louise 240
B-1050 Bruxelles
Belgium
Tel. (32-2) 600 53 53
Fax (32-2) 600 53 63
Internet: http://www.eurydice.org
EVTA
AEFP
European Vocational Training
Association
Rue de la Loi 93-97
B-1040 Bruxelles
Belgium
Tel. (32-2) 644 58 91
Fax (32-2) 640 71 39
Internet: http://www.evta.net
ILO
International Labour Office
4 Route des Morillons
CH-1211 Genève 22
Switzerland
Tel. (41-22) 799 69 59
Fax (41-22) 799 76 50
Internet: http://www.ilo.org
KRIVET
The Korean Research Institut for
Vocational Education and Training
15-1 Ch’ongdam, 2-Dong
KR-135-102 Kangnam-gu, Seoul
Corea
Tel. (82-2) 34 44 62 30
Fax (82-2) 34 85 50 07
Internet: http://www.krivet.re.kr
NCVRVER
National Centre for Vocational
Education Research Ltd.
P.O. Box 8288
AU-SA5000 Station Arcade
Australia
Tel. (61-8) 82 30 84 00
Fax (61-8) 82 12 34 36
Internet: http://www.ncver.edu.au
OVTA
Overseas Vocational Training
Association
1-1 Hibino, 1 Chome, Mihama-ku
JP-261-0021 Chiba-shi
Japan
Tel. (81-43) 87 60 211
Fax (81-43) 27 67 280
Internet: http://www.ovta.or.jp
UNEVOC
International Centre for Technical and
Vocational Education and Training
Unesco-Unevoc
Görresstr. 15
D-53113 Bonn
Germany
Tel. (49-228) 243 37 12
Fax (49-228) 243 37 77
Internet:
http://www.unevoc.unesco.org
Associated organisations
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No 30/2003
Editorial
ñ  2003: The European Year of people with disabilities (Martin Mulder, Éric Fries
Guggenheim)
Dossier on ‘vocational training for people with special educational needs’
ñ  Vocational training for disabled pupils in an inclusive setting (Annet De Vroey)
ñ  Higher education entrance exam or craft certificate for disadvantaged adolescents
(Karl Johan Skårbrevik, Randi Bergem, Finn Ove Båtevik)
ñ  New trainer profiles for socially disadvantaged groups (Cristina Milagre, João
Passeiro, Victor Almeida)
ñ  Special needs students in vocational education and training in Norway - a
longitudinal study (Jon Olav Myklebust)
Research
ñ  Impact of the European Union on the Vocational Training System in Germany (Dieter
Münk)
ñ  Measurement of training activities (Gottfried Langer)
Section prepared by the Documentation Service with the help of the members of the
documentary network
ñ  Reading selection (Anne Waniart)
No 31/2004
Research
ñ  Training as a strategy in value-creation processes (Tahir M. Nisar)
ñ  Vocational training in French schools: the State/employer alliance (Vincent
Troger)
ñ  From overeducation to underlearning: a survey of Swedish research on the
interplay between education, work and learning (Kenneth Abrahamsson,
Lena Abrahamsson, Jan Johansson)
Vocational training policy analysis
ñ  Changing pedagogic and didactic approaches in vocational education in the
Netherlands: from institutional interests to ambitions of students (Elly de
Bruijn)
ñ  Training for teachers of nursing. A contribution towards an assessment of
training practices (Maria de Lourdes de Magalhães Oliveira)
Opinion article
ñ  E-learning – Virtual universities in context (Olaf Pollmann)
Section prepared by the Documentation Service with the help of the members of
the documentary network
ñ  Reading selection (Anne Waniart)
Issues recently
published in 
English
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ñ  From divergence to convergence. A history of vocational education and training in
Europe
Research
ñ  European vocational training 'systems' - some thoughts on the theoretical context of
their historical development (Wolf-Dietrich Greinert)
ñ  Between school and company. Features of the historical development of vocational
education and training in the Netherlands and Germany in a comparative perspective
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The European Journal
Vocational Training
A call for articles
The European Journal Vocational Training journal is looking to publish articles from re-
searchers and specialists in vocational education and training and employment. Researchers
and specialists who want to bring the results of high-quality research, in particular com-
parative transnational research, to the attention of a wide audience of policymakers, re-
searchers and practitioners in many different countries.
The European Journal is an independent and refereed publication. It is published three
times a year in Spanish, German, English, French and Portuguese and enjoys a wide cir-
culation throughout Europe both within the Member States of the European Union and
beyond.
The journal is published by Cedefop (the European Centre for the Development of Vo-
cational Training) and aims to contribute to debate on the development of vocational
education and training, in particular by introducing a European perspective. The journal
is looking to publish articles which set out ideas, report on research results, and which re-
port on experience at national and European level. It also publishes position papers and
reaction statements on issues in the field of vocational education and training.
Articles submitted to the journal must be precise, yet accessible to a wide and diverse read-
ership. They must be clear in order to be understood by readers from different backgrounds
and cultures, not necessarily familiar with the vocational education and training systems
of different countries. Readers should be able to understand clearly the context and con-
sider the arguments put forward in the light of their own traditions and experience. 
In addition to being published, extracts of the journal are placed on the Internet. Ex-
tracts from past issues can be viewed on:
http://www2.trainingvillage.gr/etv/publication/publications.asp?section=18.
Authors can write either in a personal capacity, or as the representative of an organisa-
tion. Articles should be around 2000 to 4000 words in length and can be written in one
of the 26 following languages: the 20 official EU languages (Spanish, Czech, Danish, Ger-
man, Estonian, Greek, English, French, Italian, Latvian, Lithuanian, Hungarian, Maltese,
Dutch, Polish, Portuguese, Slovak, Slovenian, Finnish and Swedish), the languages of
the two associated countries (Icelandic and Norwegian), and the official languages of
the candidate countries (Bulgarian, Croatian, Romanian and Turkish).
Articles should be sent to Cedefop as a Word attachment by e-mail, accompanied by brief
biographical details of the author outlining the current position held, an abstract for the
table of contents (45 words maximum), a summary (100 to 150 words) and 6 key words
in English non-present in the title and chosen in the European Thesaurus on training.
All articles are reviewed by the Journal’s Editorial Committee which reserves the right to
decide on publication. Authors will be informed of its decision. Articles do not have to re-
flect the position of Cedefop. Rather, the Journal provides the opportunity to present
different analyses and various - even contradictory - points of view.
If you would like to submit an article, the editor Éric Fries Guggenheim can be contact-
ed by e-mail on: efg@cedefop.eu.int, or by  telephone on (30) 23 10 49 01 11, or fax on
(30) 23 10 49 1 17. 
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Research
Implementation of the Lisbon Objectives by the acceding and candidate
countries
Jean-Raymond Masson
Learning competition and business restructuring in the enlarging EU
Gerd Schienstock
Attitudes to education and educational pathway preferences in the Czech
Republic
Ve ˇra Czesaná and Olga Kofronˇ ová
Adjusting to the falling interest in VET in Slovenia  
Ivan Svetlik
The Bologna Declaration and professional teacher training in Latvia  
Andris Kangro
Reshaping the focus and structure of vocational teacher education  
and training strategy in Lithuania: systematic approach
Pukelis Kestutis and Rimantas Lauzackas
Reform in Polish vocational education  
Maria Wójcicka
Vocational education: research and reality
Bibliographic section prepared by the Documentation Service with
the help of the members of the European network of reference
and expertise (ReferNet)
Anne Waniart
Price (excluding VAT) in Luxembourg
Per single copy  EUR 10
Annual subscription  EUR 20
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The new
Member States
The new
Member States